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ABSTRACT

I. Statement of the Problem

Attitude playq a role not only at the beginning of the wrltlnp process
but tiiroughout: writers are guided by their belisfs about writing ond about
themselves as writers. Some beliafs about writing may be ureful, contribut-
ing to a more positive attitﬁde while others may interfere, contributing to
a more negative attitude. Misconceptions about writing can hinder develop-
ing writers.

II: Methodology

To explore the sources of negative attitudes toward writing of three

unskilled college freshman writers a- Cld Dominion University, Norfolk,

V1rg1n1a, a case study approach was used. The studies include 1nterv1ews

with the students concernlng their wrxtlng hlstorIes, 1nterv1ews with their

help explaln the cumulative development of these three wrlters negat ive
attitudes, at least through high school and the beginning of college. Gen-
erallzatlons drawn from one case are compared to those dtawn from other

cases in an attempt to derive theoretical imptications:
II1. Results
The three student wrlters in thlS sample held numerosus mlsconceptlons

about thé nature of writing which contributed to negatlve attitudes toward

writing and appeared to Hinder the development of the1r writing abilities.

For these three writers; ertIng appeared outer— rather than innner—

directed: these students wrote prlmarlly to please the teacher aund earn a

grade rather than to please themselves and to learn. This study revealed
that these students' attitudes toward writing were shaped; to a great

extent; by their teachers' attitudes.

ii
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ABSTRACT (concluded)

IV. Conclusions

Teachers not only need to recognize the role of attitude in the devel-
opment of writing abilities but also to understand how attitudes toward
writing are formed —— specifically, the role beliefs ptay in the complex
process of attitude formation. Above all, teachers need to be aware of the
powerful role they play in shaping students' attitudes toward writing.
Teachers cannot intervene eZfectively if their teaching is guided (or mis-
guided) by an oversimplified model of composing and by misconceptions about

the act of writing.

iii
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Chapter 1

v

INTRODUCTION
Anyone who writes, any writer--whether skilled or unskilled, practiced
or unpractlced--sometlmes has a negative attitude toward wrltlng, part1cu-

larly when confronting a new wr1t1ng task. Wr1t1ng is, after all; hard
work. In fact; some writing anxiety--one common manifestation of a negative
attitude toward writing--may even be necessary for producing an effective
piece of writing, although the optimal level of anxiety may vary from indi-
vidual ‘to individual and task to task. Student writers, like all learners,
have attitudes toward writing which have developed over many years of
schooling. This study argues that writing teachers not orily need to recog-
nize the role of attitude in the development of writing abilities but also
to understand how attltudes toward writing are formed--speclflcally, tlie
role beliefs play in the complex process of attitude formation. ‘They need
to understand -How mlsconceptlons about the act of writing can hinder devel-
oﬁing writers. Above all, teachers need to be aware of the powerful role

they play in shaplng students’ att1tudes toward writing.

Productive and effective writers are able to withstand the dissonance
and négative feeliﬁéé Eﬁéy experience during ﬁritihg BEcause, as BEé6}66§i§
toward the whole act of writing. 1In 1851, when Tlaubert was beginning his

five years of work on Madame Bovary, he wrote to his mistress Louise

Colet:

S

What a heavy oar the pen 1s, and what a strong
current ideas are to row. 1n...SometImes,,when 1
am empty, when words don't coime, when I find I
haven't written a single sentence after gcrib-
b11ng whole pages; I collapse on my couch

and lie there dazed, bogged in a swamp of
despalr...lf _you only knew how I was torturing
myself, you'd be Sorry for me. (Rosen, 1981,

p. 32.)
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Flaubert's negative feel’ngs toward writing, judging by the publication and

success of Madame Bovary, did not interfere;, finally, with his writing per-

formance. 1Indeed, it is probable chat his ‘extreme writing anxiety was nec-

essary to produce Madame Bo-ary. However, ‘stiderits who have not succeeded

as writers are often stymled by the frustration and discomfort they experl—

ence during the act of writing: their negatlve attitudes 1nterfere with

their development as writers.

While attitude is generally understood to mein the degree of positive
or negatlve evaluation of an obJect or concept; the role that beliefs pla-
in the attitude formation process is generally not underqtood Yet under—
tude is crucial to undeﬁftandlng how a negative attitude toward wr1t1ng can
interfere with the deve10pment of wr1t1ng abilities.

Beliefs are based on the information we have about ourselves and our
envirorment: Many beliefs are formed on the basis of direct experience
(déscriptive teliefs) of are 1nd1rect1y inferred (1nferentlal teliefs).

Still other beliefs involvé one's accepting the conclusions of authorities,
such as newspapers; books, television and teachers (Fisibein and Ajzen, |
1975). Beliefs-—which may be viewed as hipotheses are what psychologist
George Kelly (1963) calls "personal constructs"--represent our understanding
of the world and enable us to make meaning out of the chaotic "stream of
events" that we live through. According to Kelly, we are constantly adjust-

ing what we believe to be true: we look at our world and then attempt to

“"flt over:the: reaLItIes of which.the worid is- composed" (p.-8) -Beiief (and-

attitude) formatlon is a "norverbalized process" (Fishbein, 1967a). We do
not; in other words, consciously walk about like scientists,; continually
testing hypotheses. As we learn, however, we adjust our beliefs in a com
tinual attempt to approach "truth."

A single belief is not a reliable indicator of attitude: Attitude ‘s
determined by salient beliefs--those which we hold most intensely. We might
consider each salient belief as weighted according to strength. The strong-
er the belief; the higher it appears in the h1erarchy of beliefs. The sum

of these welghted beliefs flnally tips a person’s attitude in one direction

or another.

iv



Although beliefs appear stat1c, they potentlally may be revised or re-

constructed on the b331s of dlsconflrmlng evidence from outside sources:
When a contradlculon 13 perceived; dissonance is created and the original
belief is reconsidered for a time, perhaps until another belief is "proven
true. A belief which has been intensely held over t1me towever, is more

difficult to revise. Even if an 1ntense1y held belief is revised, attitude

will not necessarlly change, since attitude is determined by more than one
salient belief:

Attitude not only plays a role at the beginning of the wfiting process
but also throughout; writers are guided by their beliefs about writihg and
about themselves as writers. Some beliefs about writing may be useful, con-
tributing to a more positive attitude, while other beliefs may interfere,
contrlbutlng to a more negative attitude.

The relationship of attitude and writing has been rétbgﬁized in case
studies of the composing processes of skiiled and unskilled writers (Emig,
1971; Stallard, 1972; Stiles, 1976; Pianko, 1977, Perl, 1978) and anxious

and nom-anxious writers (Bloom; 1980 a; b; in press; Rose, 1980). Various

correlation studies have been conducted (Daly and Miller; 1975 b; c; Daly
and Shamo, 1976, 1978; Daly,; 1977; 1978). The effects of ertlng épptéhéh:
sion have also been studied (Book, 1976; Bova, 1979), as well as the effects

of various intervention strategies; such as peer evaluation (Pfeifer; 1981),
on writing apprehension: 1In a descriptivé study, Bell (1982) compared the
attitudes toward writing of basic writing and upper-division tollégé

students. Stiles (1976) generally explored some p0331b1e sources of student
attitude toward wr1t1ng, Powers (1979) explored one possible source of writ=

“ing apprehension anicig bagie” wr1t1ng“3tudents—-compulsory“WrIt1ng; Several

researchers (Daly, 1979; Harrts, 1979; Rose, 1980) have 1mp11ed or hypothe—

the devélopment of negative attitudes toward writing. Rose (1980) comes
closest to in-depth exploration of attitude formation but he focuses only on
writer's block, an extreme manifestation of negative attitude toward writ=
ing. Possible sources of negative attitudé toward writing have yet to be

extensivéiy studied.



unskilled college freshman writers, I used a case study approach. The
studies correlate interviews with the students, intsrviews with their form-
er high school English teachers; and information on their verbal abilities

and h1gh school grades. 1 éEEempted to find patterhé iﬁ thié data théE

at least through high school and the beginnxng of collége.

Even though many more cases are needed before a formal theory of the
development of attitude toward wr1t1ng can be postulated; this study
provides a ba81s for the development of hypotheses and the beg1nn1ng of a

theory Most rmportant, thls study marks the beg1nn1ng of an exploratlon

1ng and the study of the development of wrltlng abilities=-an area new not
only to comiposition and pedagogy but to psychology as well. The results of
thls research may help teachers galn a new perspectlve on student erters,

p0331b1y brlnglng about changes in teaching strategies and practices.

-l
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Chapter 2
RELATED LITERATURE -

Student Attitude Toward Writing--Research Studies

In the early 1970's; the teaching of writing began to shift from a pro-
duct-oriented to a process-oriented approach. A number of case studies of
the C6ﬁ§6§iﬁg process of pre-college student writers began to appear. Re-
searchers examxnlng the writing process rather than the ptoduct, began to
observe wrltlng behav1ot as well, including attitude toward writing.

Emig (1971) was the first to observe the behavior of writers while they
were in the process of writing. Emig found that because rigid rules pre-
scribed by teachers for ' school-sponsored" swriting often differ greatly from
students' bwn experiences with writing; students; though they may outwardly
conflrm, often feel inwardly cynical and hostile. Fear of the teacher's

criticism, Em1g also found, cften prevented students from showlng their real

feellngs.

While Emig made no distinction between students' writing éBilitiéé;
Stallard (1972) sought to 1dent1fy writing behavior; inciudiﬁg attitude
toward writing, peculiar to good student writers in the twelfth grade.

Stallard found that 40% of the good writers said they wrote for pleasire
compared to 14% of a é?&ﬁﬁ chosen at random. However, no evidence was re-
vealed to show that a p051t1ve attitude influences the particular wr1t1ng
behavior examlned in this study. The study did reveal a major~character-
istic of a good wriier--a willingness to put forth effort to make commini<
cation clearer to.the reader,

Graves (1973); investigating the writing processes of seven-year-old
children, studied attitude toward writing as one of several variables.
Graves asked children to rank their writings, to provide a rationale for the
choice of the best paper and to express thelt idea of '"the good writer."
Graves found sex differences in the reSponses and répbrtéa other fiﬁdiﬁgé;
such as unassigned writing was longer than assigned writing, but did not

explicitly discuss the role of atritude in writing.



O

ERIC

Aruitoxt provided by Eic:

n1t10n of the composxng processs as a gu1de, ex amined student wrltlng behav-

ten and college-Metzger, 1972). Attitude toward writing was revealed to
some extent by students in the process Of composing; hoﬁéver, since éﬁtitﬁ&e
was not the focus of the research, it was not discussed in depth:

In the mid-1970's, studies of the composing process began to inciuda

college writers. Student attitude toward writing also became more of a con-

sideration; researchers began speculating about the attitudinal development

of college freshman writers. At this time tbb, researchers began to compare

Stilas (1976) analyzed the composing processes and attitudes toward

writing of unskilled college writers. She found that coliege English in-

structors and fam11y members appeared to have played a far greater role in

shaping these students' attitudes toward wr1t1ng than peers: Writing '‘dis-
ébility;" Stiles concludes, may be attributed to a myriad of causes which
ext end Béékwér&;‘perhaps even predating formal schooling:. While Stiles ex-
plores so.e of the sources of student attitude toward wrltlng, her study is
limited: (1) to unskilled ("remedial’) writers in selected two-year col-

leée§ in East Tennessee and (2) by her broad def1n1t10n of attltude, re-
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process of composing. In addition; each student :.jas interviewed in depth

concerning prior writing experiences. Pianko's study revealed the act of

reflection as a critical component of the composing process of successful
writers and the importance of attitude toward writing in conmnection with
this act. Pianko observed that unskilled writers had more positive Feelings
that they were not awace of the deficiencies in their text. Pianko (1979)
also observed that "a depth of insight" was "behaviorally and attitudinally
absent from less successful writers" (p. 277). Again Pianko speculates:
"Since traditional student writers in this study did more writing in school,
saw more non-school writing being done by family and peers, and did more
self-initiated writing, they developed a commitment to, and understanding

about writing which was evidenced by the reflecting they did while they were

composing" (p. 277). Pianko found that unskilled writers; on the other
hand, did exclusively school writing and did not see family and peers engag—
ed in writing: they did not perceive writing as playing a specific role in
their lives.

Shaughnessy (1977), in a cross-sectional survey of collégé freshman
writing, categorized and explained the sources of writing problems of basic
writing (BW) students in an effort to understand the logic that underlies
their ﬁfitiﬁé behaviors: Shaughnessy found that for fear of error many

basic writers block or, after repeated attempts to begin, produce a sentence

‘that is "hopelessly entangled" (p: 7): Shaughnessy closes Errors and Expec-

tations, the book in which she reports the findings of her study, by empha-

sizing the role of teacher attitude in writing improvement and the impor-

tance of a process-oriented rather than a prodiuct-oriented approach that

that BW students do respond to instruction, Shaughnessy encourages teachers
to accept the challenge of teaching them and to change their attitude from

one of hopelessness to one of hope: teachers must believe BM students are

capable of learning to write. '

of the composing processes of adult unskilled college writers, Perl recog=

nized the relation between attitude and the composing process and raised

15 7
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themselves as writers? How do they Chététtériié these éttithﬂéé? What
effect has their home environment had on their attitudes and expectat ions
concerning writing? What is their definition of a "good" writer?

In the past, most researchers have offered impressionistic views about
how students feel about writing. However, because feelings about writing
are not always readily observable and am observer's impressions are subject
to bias, there has been a move recently to document these feelings, particu-
larly fear of writing, éﬁﬁiiiééll&.

The term "writing apprehension" was coined by Daly and Miller (1975a)
to describe an individual difference characterized by general avoidance of
writing. In an effort to identify apprehensive writers, Daly and Miller
(19753) developed an empirlcally based standardized self-report instrument

to measure general anxlety about written communication: The erting Appre—

posed of twenty—31x items. The 1tems; presented at random in an attempt to
prevent any response bias, include (self, peer, teacherf and professional)

evaluation of writing; beliefs about writing and writing instroction; asso-

ciations with writing; confidence in wr1t1ng ab111ty, and wr1t1ng behav1or.

A single score is used to infer the writer's location on a bipolar affective
duhéﬁéidh.
FdllbWihg the aévéiafﬁéﬁe of Ehis instrument Baiy fd'c'u’§é'd on thé

51on Measure. In a geries of studies; Daly examined the interrelation be—
tween attitudes,; particiularly apprehension about writing; and various other
outcomes—message intensity (Daly and miller; 1975b); SAT scores, success

expectations, willingness to take édVénCEd courses and sex differences (Daly
and Miller, 1975c); occupational choice (Daly and Shamo, 1976); message en-

coding (Daly, 1977); writing competency (Daly, 1978) and academic decisions

(Daly and Shamo, 1978).

LAl

16 | 8
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Daly found that Compared to writers with low apprehen51on writers
neutral and filat wetds, write Less and qua]1f1ed the1r wr1t1ng less; were
W1111ng to take more course work in wr1t1ng, and chose occupations with low-
er wr1t1ng requ1rements. As expected males had hlgher scores than females
the SAT-verbal test; which deats prlmarlly with aptltude varlables, and
scores on the Writing Apprehension Measure; which deals ﬁEiﬁééiiy with ateti-
tudinal variables; was low: Daly and Miller also learned that h1gh appre-
hensives perceived their past experlences in writing as less successful:

This f1nd1ng suggests one possible source of writing apprehension--previous
negative experlences with writing.

In a survey of a large group of elementary and secondary school teach-

ers, Daly (l979) found that ppor skill development showed the hIghest corre-

,,,,,,,,,,,,,

' case; punctuation; capitalization; agreemenc; adjectives and adverbs,

diction, subordination, and parallelism as well as the ability to recognize
faﬁlty references or pronouns, misspellings and sentence fragments. Daly
found, as he expected, that low apprehensives scored’ significantly better on
this §Riiis:tyﬁe test than high apprehensives. However, because it is high-
ly untikely that Daly's writing competency test measures what it purports to

measure-—as Daly even admitted—-his findings, although statistically "neat,"

and convey less information in wr1t1ng than low apprehensives. Bova (1979)

found that h1gh apprehensives avoid risk-taking and péréonél disclosure

17 9
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Book's and Bova's find1ngs §Ub§tant1ate previous research; suggestiﬁg that .
anxious persons lack confldence in their opinions and jUdgméht§ ahd; conse-
quently, are likely to reduce the risk of exposure. Like Daly and Miller,

these researchers specul ate that this reticence may well be associated with

prior writing experience, and area that Book claims needs further re-
Seéi‘th.

the wr1t1ng apprehension of college freshmen enrolled ip a baslc composition

course,.

apprehensive writers, as identified by the Writing Apprehension Measure.

For Cope (1978); effective “treatment" cannot begin until possible causes of

wr1t1ng anxlety are ascertalned COpe notes several p0381b1e Causes: pro-

tlonlsm, and impatience at the ed1t1ng and proofreadlng stage. Suggested

treatment methodologles 1nc1ude: freewriting;, daily writing, pbéitive seif:

télk* relaxation tra1n1ng, t inic-management; systematic desensitization,
teachlng organ1zat10n skills and wr1t1ng as process. Blooi (iééb a, b, in
press) 1n1tlated.a series of five-week workshops specifically designed to
reduce writing anxiety to a level where it could act as a productive
§Eiﬁuiué to writing. Bloom contends that while the teaching of wr1t1ng as a
process is desirable for all student writers, it is espec1a11y appropriate

for anxious writers whose wr1t1ng processes may be ineffective. Fox (1980),

+in an intervention study, discovered that: student-centered instruction re-

duced wr1t1ng apprehensibn at a faster rate than conventional teacher-cen-
tered instruction.

Pfeifer (1981) sougbt to analyze the effectiveness of ﬁeef evaluation
of writing ou writing anxiety and writing pefformance. Her sample consisted
of ninety students enrolled in freshman comp031t10n. The results of the
study indicate that peer evaluation did not affect either writing ahkiety or

writing performance: Pfeifer obsérved that idémtical levels of writing

[y
Qo
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anxiety in two students did not always influwence the written product in the
 same way heééﬁée of personality differences. Reducing writing. anxiety, .
Pfeifer suggests, does not necessarlly contribute to an increase in the
quéllty of writing performance: She suggests researchers address anxlety

control rather than reduction.

o e -

ed bv researchers. For example, thIE the bipolar scales developed by Daly
and Miller (1975a) contained attitudinal variables, these scales yleid a
single score which indicates an 1nd1v1duai's evaiuatlon of wr1t1ng and is
not 1ntended to reflect the ccgnltlve dimension in a precise manner:
Writer's block--a psychogenlc problem of many highly apprehensive writers--
is also usually described as an affective difficulty. Recently, however;
some researchers have focused on cognitive operations that may 1mpede the

flow of wrxtxng. Harris (1979) surveyed a group of several hundred college
freshmen to learn the varieties of guidelines and/or misinformation that
exist in student-writer's minds and concluded that students have many mis-
conceptions about writing which may impede their writing. Rose (1980),
after interviewing five blockers and five nonblockers, found that blockers
were stymied by rigid rules and inflexible plans.

Bell (1982) compared the attitudes toward writing of basic writing stu-
dents and their tutors, upper-division college students: She asked both
groups of students (120 in total) to write descriptions of themselves as

writers: All students said they found writing difficult and not one student

admitted iikihé to write. However, Bell found a fundamental contrast be-

tween the self- descrlptlons of basic writing and upper—d1v1slon students:

the more experlenced student writers had hlgher internal standards--hlgher
expect atlons of themseives than other peop.e had of them: White they fre-

quently expreéss dlssatlsfactlon w1th their work, Bell pointed out that they

have

learned to accept the1r 1nsecur1t1es as a

natural part of the composing process; and they

have developed personal ways of dealing with or

cambatlng anxiety. Théy know that recognxzxng a



gap between their accompllshments and thelr

ultimate goals is not necessarily a sign of
failure; likewise, they do not confuse a

s difficulttask with i an unsuccessfiul  one
(p. 9).

The basic writers, Bell argied, lack this perspective: 'They do not expect
mich from their papers... All too cften, they descriWe——gnd presumably
think of--their papers... as Pollectlons of connected m'rspelled words with
occasional sentence strucfure shifts" (p. 9).

While the purpose of Bell's study was to compare the attitudes toward
writing of unskilled and skilled writers, she speculated that unskilled
writers lack a sense of control over their own writing because they lack
eerEleﬁEe as writers. 5urihg the course of tﬂé §éﬁe§féf; the tutors énd
the successes and failures. "Each group,' observed bell, "was able to add a
dlnenslon to the other group's conception of what it means to be a person
writing" (p. 9). By the end of the. semester, most BW students had positive
attitudes toward writing and themselves as writers, and the tutors felt more
confident about their own writing.
beliefs and feellngs about ertIng and writing behav1or more in-depth exr

ploratxon is needed. In case studles of skilled and unsk111ed wrxters, re-

erally the soirce of the development of negative attitude toward wrltlng,

hawever; pbééisie sources of negative attitude toward wrltlng have yet to be

the focus of an extensive research study.

-

predisposition to respond favorably or unfavorable toward an attitude object
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or ééncept (writing, for example), many argue over whether attitude is a
multl-dlmenslonai or un1d1men81onal concept (Flshbeln, 19678, ), Those who
”adhere to the classlcal multl‘dlﬂéhﬂlOﬂ&l;VIew divide .attitude into three
dimensions: (1) cognltxve, (2) affectlve and (3) behav10r81 The cogn1t1ve

ject or an 1nd1V1dua1's intentions to behave in particular ways (Flshbeln,

19678 b) Those att1tude theurlsts who adhere to the un1d1mens onal view

dimensions is dynsmlc. Any change in one dimension has the potent1a1 to
affect another dimension: This study explotres the cognitive dimension,
_Bpecificaiiﬁ thé role beliefs play in the formation of attitude toward
writing, which; 'in turn, affects writing behavior and the development of
writing abilities.

Attitudes are usually measured by assessing a person's beliefs (Fish=
bein and Ajzen, 1975) While many beliefs may be held about a concept, some
beliefs may be held more intensely than others. No one belief is a reliable
indicator of attitude (Thurstone 1928). Each intensely held belief tips
the attltude scale in one direction or anothler and collectlvely, the most
salient beliefs~-those hlghest 1n-the hierarchy--determine attitude (Fish-
bein, 1963, 1965a; 1965b) . :

Beliefs take the form of hypotheses (Fishbein, 1967a, d) or pé:édnéi

“Constructs (Kelly, 1963) and guide behavior. Writers are guided by their
beliefs about ﬁtitiﬁg. Some beliefs may be helpful, contributing to a more
ﬁbéiti?é attitude, while other bellefs 1nterfere, contributing to a more
negétiVE étﬁituaé. For example, a student writer might believe that she
can't write becauae she struggles whenever she writes and struggling, to

hér, means that you caq\f write. These beliefs may be based on other




(she believes) write without struggle. Several m1sconcept10ns abcut the act

of wrlting-—bellefs -which. contrast w1th the way experlenced wr1ters work--

development of writing abilities. (For a discussion of misconceptions about
the act of writing, see Smith, 1981b).

Whether or not a belief is helpful depends in part upon the meaning
attached to the belief. An experienced wr1ter and an inexperienced wr1ter,
for example, could both believe that wr1t1ng is a process. However, if
their understandlng of wr1t1ng process is dlfferent then their ﬁritihg be-
havior will be guided by different beliefs: The experienced writer might
believe that writing is a non-linear process. Since, according to recent
research in composing and accounts by established writers reported elsewhere
ir this chapter, the natute of ﬁfltlhg/thlhklng is récurslvés the Belief

that ertIng should be thought out in advance and folIow certain steps--a

writers.

Many professional writers construe writing as a process of discovery
(Murray, 1968, 1978). They write to learn what they are thlnklng aboiit.
This belief could also prove benef1c1a1 to 1nexper1enced writers who are
frustrated thh dlssonance, be11ev1ng they mist formulate a thes1s statement
write; * However; this belief would not be helpful if they also believed dis-
covery to be the exclusive prov1nce of "creative wr1ters. The second

betief would have to be revised in order for the first belief to be help-
ful.

Whire beliefs, like attitudes,; often appear fixed; they are potentially
open to change. To understand how beliefs (und attitudes) may bé changed,
it is necessary to understand how beliefs are formed: Some beliefs may be

formed thrbugh direct observation or éxpérléhce (déscriptiVé Béiiéfé)

ences); Many of our beliefs; however; are formed by accepting Informatlon
from outside sources, such as newspapers,; mag321nes, books, te1ev1s10n;

friends and teachers (Fishbein and Ajzen; 1975).



Belief revision (and attitude change) is a process. Inltlally, a prior
belief may be called in%o queation and a new belief may be tentatively form-
ed. A belief may bg formed on the basis of one soutce--dlregt experlence, L

fbf“éiiﬁﬁié. Howevet,'xf ‘this new belief i is not relnforced, e1thet thtough
more direct experience and/or another source, then it is not 11ke1y to
become salient and: replace a prior belief, part1cu1ar1y if the prior belief
was intensely held over a long petlod of time. If a new belief doszs not be-
come h1etarch1ca11y dominant, then it will not sigﬁificaﬁtiyléfféCt atti=
tude; since attitude is determined by salient beliefs: Reinforcement, then,
plays an.1mportant role in betief revision and attich&é4bhahge.

On the basis of information provided by teachers and textbooks, stu-
dents might, for example, believe they should follow certain steps in the

act of wrltlhé, thet there is a way to write: On the other hand a new

process—may influence students to revise, or at least quest1on, a number of

belisfs about the nature of wr1t1ng and eventually construct new beliefs.

They mlght come to betieve, for example, that many writers struggle; that

there is no set “ormula for effective writing and that théy could write if
they wanted to put in the time and éffort to work through the complex pro-
cess of making meaning. However, if these beliefs are not reinforced-=if
their teachers do not act on these beliefs and change their owm behavior,; as
well as the classroom env1ronment--then student writers' new beliefs are
11kely to fade and they will continue to be guided by mlsconcepttons about
the act of writing.

Another problem which inexperienced writers often suffer from is writ-
ing anxiety; stemming from problems with dissonance. Either they become
frustrated with disébhaﬁCe because they believe they shouild be able to think
clearly from the start or they do not allow for d1ssonance/thnklng/dlscov—
ery. Instead, they write formulaxcally and become anxious about externat

Cbﬁétralﬁts—-lengthf grammar, spelling, punctuation. They do not separate

composing and ed1t1ng, iﬁstééa; they try to edit while composing. Some

‘students do get better at f&fﬁula?writxng, they produce perfect school Eng-

lish; termed "English" by Macrorie (1970). However, competent '"schooled"
ed1t1ng often suffocates emergent meaning.

~
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Someé student writers; nevertheless; develop their writing abilities in

spite of being required by teachers to write artifically==to separate thimk-

ing and ﬁiitihg; These wr1ters, however,,are usually already competent

'”wrltefs of school—sponsored wr1t1ng and/or talented writers outsxde school:

1971).

If students' beliefs about writing are rev1sed to correspond with the

way established writers work, 1nexper1enced wr1ters will have a more realis-

tic understanding of the nature of writing. This new understanding is,like-
ly to positively affect their attitudes toward themselves as writers and
toward the act of writing: It is possible; hbwever, that although they have

a more realistic understandlng of the nature of wrltthg, a movement in a

pos1t1ve d1rect10n; that they may still have negative attitudes toward writ-
ing: They could, in other words, experience other kinds of attitudinal im-
terference. For example, they might not be ready for the struggle, even
though they better understand writing as a complex congnitive recursive pro-
cess and recognlze the role of dissonance in wrltlng/thlnklng. Perhéps if”
developlng writers continue to practlce wr1t1ng and experience some success,

they will come to believe the strugglé is worthwhlle even exc1t1ng.

Composing as an Inner-Directed Process

Until recently; the end product of writing——the written text--was scru=
pulously examined, while the process remained mysterious: Within the last’

two decades; composition researchers shifted their attention from the writ-
ten product to the composing process. Rohman (1965) hypothesized that the
ccﬁpdsihg ﬁfoeess consisted 5f é ;é;iés of stages: (1) prewritihg, (2)

widely accepted: Accepting this notion, however, also meant accepting com-

posing as a linear one-directional process; Was this; in fact, an accurate
descrlptlon of how experienced writers worked?

In recent years, many researchers (Emig, 1971l; Britton et al.; 1975;
Perl, 1978, 1980; Pianko, 1979; Somers, 1979, 1980; Flower and Hayes, 1980,
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1981) began to study writers at work in order to gain insight into the com

posing process. Studies of protocols (transcrlpts of writers' tape-recorded
thoughts while composlng) revealed that writers actually move in series of

non-lxnear movements from one sub-process to another. Plannlng, for exam

nlng and revision occur thrOughout the comprslng process (Flower and Hayes,

1981). The entire process may be viewed as one of revision (Somers, 1980).
The dlscrete stage model of the composlng pirocess turned out to be based on

the growth of the external wr1tten product rather than on the writer's inner

process: it was product- centered rather then process-centered. Composition
theorists and researchers began to advocate that the nature of the composlng

process was recurs:l:ve. '

Caiﬂﬁéé’iE’iaﬁ EEéérist B'er':ha’f’f (ié's’i)’ déscribes the recursive nature of

a nonltnear, dxatectxcal process in whxch the

writer contxnually trrcles back, reviewing the

rewriting.z.We don't have ideas that we put into

words; we don't think of what we want to say and

then-write; 1In composing, we make meanings. We

_¢_~§}gdﬁ§he forms of thought by means of language;

and ygffrnd the forms of language by taking
thought: (pp. 3 69)

Berthoff's descrlptlon of the composlng process is rooted ir Vygotsky s de-

scrlptlon of the concept- formxng process and the dialectical relatlonshlp of

thoughtAand Ianguage. Vygotsky (1962) describrs conceptualizing as

two dltectlonp...from inner to outer planes...

from the motive which engenders a thought to the
;shapxng of the thought, first in inner speech
then in meanings of words, and finally in words.

(p. 80)

The plane between word and thought Britton (i975) describes as an "actively
operational area" (p. 39).

brances, syntactxc fragments, from the mysterious and unformed' (Berthoff,

17



iééis p. 70). A writer must learn.to tolerate amblgulty (Elbow, 1973) and
to make meaning (form concepts) out of chaos: "Learning : the uses of chaos
is a method of learning to Intult the relatlonshlp of parts in a whole that
.- is comlng 1nto belng, whlch in compositional terms means coming to mean:
the Juncture of thought and language in the maklng of meanlng" (Berth’ff,
1981 p. 57). )

In an attempt to explore the recurrlag features of backward movement in

ers including college students. She found three recursive features. Two,
which 1nvolved re~reading bits of dlscOurse and foCu31ng on the top1c, were
easy to document. However, a th1rd recursive movement, because the move

occurs 1n31de the writer, was not so easy to document Borrowlng from phi-

losopher Eugene Gendlin (1978), Perl termed this focus of the writer's at-

tention to inner reflections "felt sense."

Pert has labeled this process of attending;, of calling up a felt senmse
and of Writing out of that place, the process of retrospective structur-

ing.
;g the process of wr1t1ng, we begln with what
is inchoate and end with something that is
tangible. In order to do so, we both discover
and consiruct what we mean. Yet the term

'discover' ought not lead us to think that

meaning exists fully formed 1n31de of us and:
that all we need do is dig deep enough to re-
lease it in wrlting, fileaning cannot be dis-

covered the way we discover an object on an

archeologlcal dlg...[ertlng] involves us in a

process of coming-into-being. (p. 367?
When writers are siiccessful at what Perl referslto as the process of retro-
épectiVé structuring or comlng—lnto-belng (what Berthoff calls the meaning—
maklng process) they end up with a product that teaches them somethlng,
that clarifies what they know (or what they kiiew at'oﬁe polnt only implicit-
ly), and that "1ifts out or explicates or eniarges” their experience (p.
368). "ﬁeéﬁihé is not what you start out with but what you end up with"

\Elbow, 1973, p. 15).
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Descriptions of the composing process by established writers, particu-
larly with regard to planning, differ markedly from descriptions by many
composition teachers and textbooks. Emig (1971) contrasts a description of
the composing process in a widely used handbook with accounts by profession-
al writers. The handbook suggests that "writing is a tidy, accretive affair
that proceeds by elaborating a fully pre=conceived and formulated pian,”
while professional writers describe writing as a process of discovery (p.
22); "The writer listens for evolving meéhihg“ (Muffﬁ-, 1982) or to what
Britton (1978 calls the "imner voice": writers "shape #: the point of ut=
terance" (Brittonm, 1972).

. Murray (1968, 1978) quotes numérous professional writers whs link writ-

ing with discovery.

Edward Albee: Writing has got to be an act of discovery..:.I write to find
out what I'm thinking about.

James Baldwin: - You go into a book and you're in the dark, really. You gc
in with a certain fear and trembling. You know one thing. You know
you will not be the same person when this_ voyage is over. ‘But you

don't know what's going to happen to you between getting on the boat

and stepping off.

Alan Dugan: When I'm successful, I find the poem will come out saying
something that I didn't know, believe, or had intellectually agreed
with,

Joanne Greenberg: Your writing is trying to tell you something. Just lend
an ear. )

Gabriel Fielding: Writing to me is a voyage, an odyssey,; a discovery,

because I'm never certain of precisely what I will find.

E:M. Forster: How do I know what I think until I seé what I say?

Henry Miller: Writing, like life itself, is a voyage of discovery.
Wright Morris: The language leads, and we continue to follow where it
leads. o e ,
(1978, pp. 101=102)

-



(For more accounts by professional writers concernlng the act of wrltlng,
see Writers. at. Wo;kTAAIhe Paris Rev1ew Interviews, edited by M: Crowley,
1957; 1963 1967; 1974; 1982.) "The process of wrltlng-—of u31ng language

to discover meanlng and communlcate-—ls a sIgnIfIcant human act," concludes
Mutray. "The better we understand how people write=<how people think--the
better we may be able to write and to teach writing" (p. 101).

Somers (1980) observed that student writers ' constantly struggle to
brlng thelr essays into congruence with a predeflned meanlng while experi-
enced writers do the opposite: - they seek (to create) meaning" (p. 385).

The complex dynamlc relationship between the parts and theé whole in the work
of experienced writers destroys the linear model: "ertlng cannot develop
like a 11ne because each addition or a deletion is a reorderlng of the
whole: . :Writing appears to be more a seed than a line" (pp. 385, 386).

Inexperienced writers, such as -hose Shaughnessy (1977) and Perl (1978)
studied, are particularly uncomfortable with dissonance. Perl (1980) b=
served that the degreé to which skilled and unskilled writers use the pro-
cess bf iétioébééEiGé éifuéturing depends upon the model of the writing pro-

,,,,,,,

Those who realize that writing can be recursive
process have an easier time with writing, look-
ing; and discovering. Those who subscribe to
the linear model find themselves easily frus-

- trated when what they write does not immedi-

ately correspond to what they planned or when
what they produce leaves them with llttle

sense of accomplxshment. Since they have

relied on a formulaic approach; they often

produce wrltIng that is formulaic as well,
thereby cutting themselves off from the
possibilities of discovering something new
(p. 368).

Learning to write invoive§ "learning to tolerate ambiguity, of learning that
the maxlng of meaning is a dialectical process" (ﬁerthbff— iééi~ p. }1)

cerned with "correct" wording during composing and were anxious unless they

were actually transcribing.
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During their pause, they were usually glancing
around the room or staring into m1d-slr, i
sometines as a d1versxon and at other times in

the hope that the correct spelling or the

correct word or something else to say would
suddenly appear to them: They ugsually did not
rescan their own text for the help they needed

Perhaps they did not feei they could find the

answers in their own writing. (p. 276)

Because they were only "suhsidiériiy aware" of thinking and were "focally
aware' of text presentation (Polyani, 1962), the act of Qtitihé accomplished
little for these 1nexper1enced writers. "Undue concern with transcription,"

notes Smith (1981); "can interfere with composition, the creative and ex-

ploratory aspect of writing..." (p. 794) .

cusses twenty-one basic mlSCOhCEpthhS sboit the nature of writing and about
the manner in which prof1c1ent writers usually wrlte--mlsconcept1ons common-~
1y held by 1nexper1enced writers and thelr teachers, including those in this

study. "Wr1t1ng in many classrooms, .concludes Smith, "is an unnatural

act1v1ty" (p. 792).

written within limits prescribed by the teacher, the composing process was

inhibited: "There is just so much energy a person is willing tec give to

please others..There seemed to be very little gained from the composing act
except meeting a school requirement” (pp. 11, 12). Concludes Pianko,
"Teachers must..include writing experiences...which evolve from within stu-

dents" (p. 18).

Britton et al. (1975) observed that often student writers only became
involved at the extr1ns1c level of satisfactlon, they satlsfled only the
minimum demands of the writing tasks, which resulted in what he calls Yber-
funCtoti Wtiting.h However, when 1ntr1nslca11y 1nvolved when they make the
tasks their own—in Perl's terms, when their "felt sense deepened'--they
began to satlsfy themselves as well as their teachers.

Emig (1971) concluded that composition téaching is essentially other-

directed;

29



The concern is w1th sending a message, a

communication out into the world for the

edification; enlightenment, and ult imately

the evaluation of another: Tbo often, the

other is a. teacher, Interested chiefly in a

product he can CtItICIze rather than a pro-

cess he can help initiate thtOugh imagin-

ation and gustain through empathy and

support. {(p. 97)

As we continue to learn about the psychological processes involved in writ-
ing, through more observational éiudies and accounts of experienced writers,
the salient belief that wr1t1ng is an outer-directed process 1mp11ed in

vari.ous teaching methods will continue to be challenged.
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Chapter 3
'METHODOLOGY
‘ §értitibénts
Three college freshmen who were full-time students at Old Dominion Uni-
versity {ODU), Norfolk, Vifgiﬁié; served as case study participants. Two

were female (white) and one was male (ﬁhite). Each had graduated in June

Test (WSPT), each part1c1pant was enrolled in a basic writing class at ODU's
Wr1t1ng Center during .thefall term, 1981. The three studenc writers varied-
in tneir degree of negative attitude toward writing (from slzghtly to hlghly

negatlve) Selection procedures will be discussed under "Data Collec—-

tion."

01d Dominion Un1vers1ty is a state~supported urban regional university
in the southeastern Virginia city of Nbrfolk with an enrollment of over

15, 006 students. Forty-flve percent of 0DU's enter1ng students arc

Txdewater, which consists of the c1t1es of Chesapeake; Hampton, Newport:
News, Nbrfdlk; Portsmouth, Suffolk and Virginia Beach.

quite wide: to be admitted to ODU, students must have a combined SAT score
of 950 and rank in the upper half of their graduatlng class, with better=
than average (C) grades in at least twelve academic subjects: If students
meet only one quallflcatlon, they may be admitted prov1s10na11y, by invita-
tion, through the Academic Opportunity Program (AOP). One of the part1c1-

pants in this study was admltted through this program.

of a university-wide Writing Sample Placement Test (WSPT), in basic writing

classes at the Writing Center rather than in freshman composltlon. Students
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are placed in basic writing classes for a variety of reasons. They may fail
‘to adhere to several conventions (for example, spelling; punctuation,
syntax, usage) to the extent that much of the meaning of their texts is lost
and/or their essays may reflect a lack of understanding of the writing pro-
cess and test—taking strategies (for deallng with the constraints of task,
time and length) The three part1c1pants in this study were representative

of those who fail the WSPT. (See Appendlx A for test coples and re-

sults) .

Whether students aré placed in basic writing or Freskhman composition,
their wrltlng ab111t1es can be developed -:hey can bécone more skilled in
writing; they can become more mature writers. Many students who pass ODU's
WSPT and place in freshman composition are still unskllled/baslc/developlng
writers and may have negatlve attltudes whlch 1nterfere, in varyxng degrees,
with the development of their wr;txng abilities: Those students who fail
this test can generally be considered, except in borderline cases perhaps;
‘mOre unskilled in writing than those who pass: Algo, because the very
bleéement in bas:c wr1t1ng often, at least 1n1tiaiiy, ééuseé éi?éé&& exist-—

selected from this populatlcn.

The field of research was limited to the Tidewater area of Virginia so
that travel would be minimal and the data oaslly accessible. Furthermore,
the groundwork for this research had already been laid: The researcher had

made presentatlons at varlous TIdewater schools and had éiteady 1dtefﬁie&e&

Data Collection

In tracing the development of negative attitude toward writing Erom the
secondary to the postsecondary level, I used a case study approach, borrow-
ing from ethnographic techniques: To cross—check data, thus max imizing the
va1iaiE§ of the study, I utilized a variety of informatiomgathering de-
vices: a survey instrument; collections of writing samples, informal writ-
tgn respouses to questxons and toplcs, structured interviews and partlcxpant
o:LengR

1tion.



In the beginning of a basic writing (BW) class, which I also tavght, I
administered the Daly-Mlller thtlng Apptehens1on Measure to fifteen pos-
sible research participants--students who were placed in basic wr1t1ng and

had graduated from high schools in the Tidewater area of V1rg1n1a.

Daly-Miller Writing Apprehension Measure (1975)

Directions: Below are a series of statements.

please indicate the degree to which each state-

ment applies to you by circling whether you (1)

strongly ~agree, (2) ~agree, (3) are uncertain (4)

statement. While some of these statements may
Seem repetxtlous, take your time and try to be

as honest as possible. Thank you for your coop-
eration in this matter.

I avoid writing.

I have no fear of my wrltlng be1ng evaluated:

I look forward to writiag down my ideas.

I am afraid of writing essays when I know they wrii be evaluated.

Taklng a composxtlon course is a very frightening experience:

Handing in a composition makes me feel good. S
My mind seems to go blank when I start to work on a composition:

Expresslng ideas through writing seems to be a waste of time.

I would enjoy subm1tt1ng my writing to. magazines for evaulation

and publication.
10. I tike to write my ideas down.

11. I feel confident in my ab111ty to cearly express -y Ideas in

writing:

12; I tike to have my friends read what I have written:

13; I'm nervous about writing.
14, People seem to enjoy what I write.

15; I enjoy writing.

16, I never seem to be able to cleatly write down my ideas:

17. Writing is a 1ot of fun.

18. I expect to do poorly in composition classes even before I encer
. 'them.
19. I like seeing my thoughts on paper.

O QO ~d NN PN W N

20. Discussing my ertIng with others is an enjoyable experlence.

2l. I have a terrible time organizing my ideas in a couposition course;

22; When I hand in a composition I know I'm going ~o do poorly.

23; It's easy for me to write good compositions. B}

24. I don't think I write as well as most other people.

25. I don't like my compositions to be evaluated.
26. I'm no good at writing.
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The formula for scoring is: Writing Apprehénsion = 78 + Positive Scores —
Negative Scores.

single scores may range from a low of 26 to a high of 130: 1In the
sample of 15; the mean score was 68.8 with a standard deviaticn of 13.2.
Individuals scoring one standard deviation above the mean score (82) on
writing apprehension were classified as high apprehensivés, while those
scoring one standard deviation below were classified as 1ow apprehensives.

The remaining individuals were classified as moderately apprehmnsive.

ifbder'ateiy Appl:éhénéivé

Jan 6
Tom . 69 +
thartene 98 Highly Apprehens ive

Figure 1. Scores of the three réséarch par-

ticipants on the Daly-Miller Writing Apprehen-
sion Measure:

This measwrement instrument uses a Likert-type scale format with five
possible responses per item, ranging from "strongly agree" to 'strongly dis-
agree" and provides a quick means of identifying stulents with negative
attitodes toward witing. While many of the twenty-six items are specific-
ally concerned with writing anxiety (for example, Item 13-—"I'm nervous
about writing."), many others are concerned with general attitule toward

writing (fof example, Item 15-—"I enjoy writing."}.

While a survey is useful as a starting point in defining and describing
attitules toward writing and later as a reference point in cross-checking
vations, it is not the best means for uncovering the development of an
attitule. Tracing the development of an attitule requires a human observer,
who can see in the responses a pattern vhich will lead to an interpretation.
Consejuently, to collect data, T relied on nonstandardized instruments,

including myself.
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The writing samples collected includrd the Writing Sample Placement
Test (Wsﬁf) and informal writtéﬁ'réspbhééé to questions/topics concerning
writing and students' perceptions of themselves as writers, such as (1) How
do you see yourself as a writer? (2) Recollections of hot you learned to
write, (3) Writing is like:.. (4) What problems did you encounter in writ-
ing? and (5) How do you feel about the pxece of wr1t1ng you are submlttlng
Vfor evaluatlonV These responses, written in the first three weeks of the
semester-lbhg basic writing course; were used as a cross-check of data
derived from the objective survey instrument.

High school records were also checked to obtain verbal SAT scores,
courséwork in English -and grades received, gradé point average and class

Next, structured interviews were conducted with all fifteen studeits to
learn their writing EiéEbfies; 1nc1ud1ng their perceptions and memories of
writing instruction. The interviews provided a weal’h of information to
consider before n.crowing my study to three cases, as well as a broader
understanding of thé development of attitude toward writing.

For all interviews tith students, I used a core of questlons, baséd on

items from the Daly—Mlller Wr1t1ng Apprehenslon Me asure:

Student interview Guide--Writing History

l. Do you enjoy writing?
2. Do you fear your writing belng evaluated’
3. Do yo1 look forward to writing down your ideas?
4.  Is taking a composition course a frightening experience?
5. Does handing in a cowposition make you feel® s00d?
6. Does your mind go blank when you start to write a composition?
7. Do you think expressing ideas through writing is a waste of time?
8. Would you enjoy submitting your writing to magazines for evaulation
and publication?
9. Does writing ever make you nervous? -
10. Are you able to cleatly write down your ideas? Do you have

n dtfflculty orgaunizing your ideas?
11, 1Is it gene:ally easy for you to write good composxcxons’

12, Do you expect to d poorly in compositon classes even before
entering them? }

-3, Do you think you wrlte as well as most other people’

14. Do you write letters often? -

15, Do you like to have your friends read your wr1t1ng’

16. Jo yoii think doing workbook exercises helps you improve your

writing?

LW
<
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ij. Do you accept positions in groups that 1nvolve wr1t1ng°

18. Do you think of the teacher as the audience for most school

o writing?
19. Can you recall experiencer with wrltlng in elementar§ school?

o Junion High? )

20. How much writing did you do in high 'school? What kind? '

21. What were your feelings going into the Wr1t1ng Sample Placement
Test (WSPT)? When you left? How did you feel when you learned

the results?

other sources, such as informal writing high school récords and observa-
tions. 1n the interviews, I asked students to recall and discuss prior
writing exoerlences as far back as elementary school. (Se:z Appendlx B for
representatlve examples of transcripts of interviews.)

All 1ntervigws were conducted and tape-récorded in the privacy of my
office and generally forty-flve minutes. Students were interviewed only
once. With all students, I was informal and casual but purposeful during
the interviews. While some students reluctantly entered my office, uncer—

tain of the purpose of the interview and how they should behave, once I

expla1ned the purpose and the 1nterv1ew was in progre§§, thei relaiea and

From the start; students ceemed to view me more as an 1nterested teacher
conducting research than as an impersonal researcher, and the rapport
establishéd during the intervisws carried over into thé classroom set-
ting:

I not only was a writing teachér/tutor but also a researcher/observer
and moved back and forth between the two roles in iy-basic writing class.
For example, I would sometimes interrupt students in the process of writing
and ask them what they were doing and why. After recording informatiom in
my role as a researcher/observer, I would often shift to my teacher/tutor

role and 1nterven§E3perhaps suggestlng another strategy or raising a ques-
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~ Also early in the BW class, I observed and recorded in a journal how
the fifteen students behaved when confronted with writing tasks and what

strategles they followed to compiete these tasks. I noted those students

who were partrcularlj interested in their writing histories. After collect-

ing all data on tlfteen students, I then selected three students for in-

scores on the Daly-Mlller Wrxt:ng Apprehensron Measure. Théﬁ, I cross=

observatlons, and 1nterv1ews, and placed the fifteen students into one of

four categories:

(1) highly negative attitude toward writing,
(2) mid-negative attitude toward writing,
(3) slightly negative attitude toward writing, and

(£) positive attitude toward writing. ,

Students in the first category expressed a very strong dislike of wrltlng

while students in the second category had mixed feelings but leaned more

toward the negatlve* Students in the third category found some aspect of

categories.

Of the fifteen students, three had highly ﬁégéEiGé attitudes toward

ﬁtitihg.l One of these three students wrote, "Wr1t1ng is like be1ng at a
construction site for three years without food or drink . " While he allowed
me to interview hnn, he did not talk about his w- 1t1ng hlstory in any
detail; therefore; I did not selecf him for in-dépth study. I flnally
selected another student with a highly negative attitude toward Writihg and
two others whose attitudes varied from slightly to mid-negative: In order
to get some consensus that there was a range of negatxve attltudes, I asked

two basic wrlt1ng instructors and a d1rector of a baslc writing program to
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categorize roughly the three part1c1pants accordlng to their attitudes

toward wr1t1ng. For the purpose of this study, defining the precise degreé

of negat1ve iEEiEude toward wr1t1ng for each student was not cruciat;

After selecting three research par:icipaﬁcs out of the sampling of

f1fteen, i conducted 1nterv1ews with the former high school Eng11sh teachers

of each to cross-check inforsation derived from 1nterV1ews with the three

students and learn how these teachers perceived wrxtxng, wrltlng instiuction.

and these particular students' attitudes toward writing: To avoid tenchers

bé1ng defensive and to maximize data collect1on, I began by asking case-
specifin questibns, somet imes seeklng teachers' reactions to quotations from
student intervieus; rather than questioning teachers aboiit théir own atti-

tudes and practices. Again, I used a core of questions as well.

Teacher Interview Guide

1. %?uid you briefly dééc;ibé thé course or courses took
~ with you? S R
2. How would you describe 's attitude toward writing?

3. Instructions for Writing
a:. Do you provide topics.

b. Do you ask students to write for dlfferent audlences

4. Kinds of Writing

a. Essay response¢7

b. Journails?

c. Other?

5. Suoport for Writing

a. How do you help students with the1r wr1t1ng’
b. Bo you deal with student wrltlng only after it is finished
or do you 1nvolve yourself in the writing process? If you
inrolve yourself, how?
¢. Do your students engage in peer reading? If so, how much
) time is devoted to this activity? - o
) d. What approach do you take if a student is having difficulty?
6. Evaluation S
a. How do you evaluate a piece of writing? What do you look for?
b. When do you evaluate? o o
¢. What form (or forms) does vour evaluation take? Grades?
) Written responses?
d. How did ) respond to your evaluation?
7. What 1is your reaction to 's WSPT?

ERIC
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who had students in classes that involved little writing, such as tradition-
al grammar classes.
 The interviews were conducted in higli schools during the teachers'

free/planning periods and generally lasted forty~five minutes. Teachers
were interviewed once; and the interviewi., whén permission was granted, were
tape-recorded and later transcribed: (See Appendix B). |

hibiting or threatening, most téachers overcame their anxieties and allowed
the interview to be taped: Only one teacher refused; in this instance; I
took notes and asked the teacher to check their accuracy: In two cases, one
teacher, due to relocation, was unavailable, and in another case, a teacher
could not recall the student. Most tééchéts, however; were available,
‘interested, cooperative, and remembered their former students very well.

Assistant principals were almont always responsible for scheduling the

interviews Some only notified the teachers and left the place of the im

to me, while others suggested or arranged a meeting place. Some

student aftitude toward writing in general.
_ Intdrview locations within the schools varied. Sométimes I stayed in a
library donference room or an English office or faculty dining rcom and
teachers |camé to me; other times I interviewed teachers in their own class=
rooms,
Bedause I knew that initially I would be perceived as an outsider, I
was sensitive to the way I entered the high school setting, careful to
establish a role that would facilitate the collection of data. 'I made every
effort to léarn teachers' perspectives inside the school setting. By the
end of the interviews, teachers seemed to shift their view of me as an out-

sider/researcher to a classroom teacher conducting research.
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One high school English teacher was extremely cautious. As I entered |
her classroom; she stopped me with a barrage of questlnns Are you a
graduate student conductlng research? Are you a full-time member of the
faculty of ODU? Do you teach writing? When I told her I was a full-time
writing teacher at ODU and a former hlgh school- Engllsh teacher, I sensed
her approval and proceeded with the interview. She responded honestly and
at tength to my questions. Indeed; she sacvificed her lunch break so that
we could talk further and even invited me to return after I had interviéwed
other teachers. |

At the other extreme, some teachers were eager to chat even before 7
explained the purpose of my research,; and they did not appear interested in
my background excet that I was from ODU. Some teachers were reluctant to
sacrifice their own "free" period; some felt théy could not be helpful;. some
wondered whether I could be trusted; but all seemed glad to have an inter- -
ested listener:

All tape-recorded interviews with students and teachers werc .ranscrib-
ed within one week following the interviews and read before being filed for
later study:

Data Analysis

Instead of colilecting all data before sub3ect1ng it to 1nterpretat1on
I began 1nterpret1ng each p1ece of ev1dence as it became ava11ab1e durlng
the process of research: Thus I 1mmedlate1y begun developlng a case, fol=
low1ng the apprdach §uggested by D1eslng (197l) Several klnds of evidence
Over the project per;od; eV1dence gradually accumulated until various obser—
vations startéd to form a tentative pattern.

Since I could not go back in time and observe the participants in high

school, I relied on their memories and self-reported data disclosed in in-
terviews: While ééif—reborting is problematic because of possible distor-
tion, this reséarcher believes we are also guided by our "distortions" or
personal truths——our perceptions of events. We are guided by what we be-



lieve to be true. waever, by using two forms of self-reportxng with par-
ticipants (a survey and interviews) and croaa-checklng the data through in-

cervxews with othera as well as through observatxon, distortion was mini-

mlzed.

1nterv1ew, influence of family and peers on attitude toward wrltlng; and
attitude toward grammar instruction, reading and placement in basic writing.

I §i§é more weight’ howevet, to each student's reported self-concept as a

and evaluaLlon, wrxtxng process (own and general undetstandxng) and I gave

most weight to each student's beliefs about wr1t1ng and prior wzltlng ex—

periences in hlgh achool

T e

As we talked some atudents were able to see and articulate connections

. between prior writing experience and attitude formation; while others could
not make explicit connections. Sometimee the students, not having studied

composition theory, percelved a wr1t1ng experience as positive when, from
the perspective of someone grounded in theory, it could be percelved as
negative. While I recorded students' perceptions; I did not rely on them

Blihdli; Instead, I finally depended upon my interpretation whlch 8 umma-

rized my péttéptiéﬁs of a variety of sources and which I cross—-checked with
other experts in the field:

After each interview with a student; I began to develop the case. I
jotted down notes or wrote fteely 1mmedxate1y following the interview: At
that point, I tried to capture the student's perspective as a writer. A

week later, I read the transcript of the 1nterv1ew, maklng both marginal and

summaty notes. I then ctoss—checked these notes thh $9) eat11er notes of

synthesize the data collected to date.
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In the testimonies of the teachers; I focused on teacher attitude
toward writing and teachers' perceptions of the participants’ attitudes
toward writing: I noted my impressions following the interviews; this time

~....taking the teachers' perspectivé. I then cross—checked my new nmotes with
ptévibﬁé ones. A week later; I studied tranScripEé of téacher interviews
and wrote again, reinterpréting each case.

My next step was to construct a urified picture; given the data I had
collected. I reviewed and re-studied all the data, flttlng together obser—
vations in a tentative pattern, and drafted cach case.

In order to build a case, the case study researcher cannot remain de-
tached like the experimenter and survey researcher but must necessarily
become involved. However, I attempted to counter observer bias in several

ways.

Rather than simply recording my impressions, using what ethnographers

refer to as *Aiscipiinea subJectIVIty" (Erlckson, 1973) I made éﬁéry

- — —

I lnformally dlsrussed certaln asppcts of cases with 1ntereated

colleagues‘ and finally, t asked exper*s in the field to serve as consult-

ants and to give me their 1nterpretac1ons of transcripts of the inter-
views.

For each case, I used between five and seven consultanrs. The consuit-
ants includad two supervisors ~f se¢ondary Engllsh instruct: .on; a director

of graduaLe studies in Engllst (formerly a freshman comp031t10n director); a
direcnr ;s of un1ver31ty wr1t11g centers; a curr:culum theorist; and one
gradua:e s vdent, one professor, and two coordinators of Eng11sh Education.

The corsultants c ame from three different reglons-—the Northeast, Southeast
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theory and practice:
I purposely left the form and length of responsé up to the consultants;

each handled the task d1fferently (Séé Appendix é’) 1 read eatb consult-

reactions agalnst my own. While the general interprétatlons of cases never
conflicted, as can be expected; what consultants saw as significant varied
atcording to their baekg;aaﬁas and persPectiVe§. in tne final draft of eaEE

ject1v1ty.

In writing about each case, I began with.the student's self-concept as

a Griter and thé student's attltude toward wr1t1ng. 1 then presented the

years; and ended with my 1nterpretatlon of th: student' s case with regard to

the development of negat1ve attttude toward writing, supported by consul t=

ants' interpretations.

After drafting: the narrat1ves for each case; I carefully studied one

case (Omarlene) to explore possible sources of a negatlve attitude toward

writlng. I began by 1dentrfy1ng the student's beiief about herself as a

wr1ter and, in an attempt to trace belief formation, began wr1t1ng down
beliefs about the natiire of wr1t1ng that emerged from the data. .I then ex-

plored p0381bLe sources for beliefs about the nature of writing.

In addition to beliefs about self as writer and be11efs about the
nature of writing, two other categories also became evident: beliefs about
good writers or good writing and beliefs about the evaluation of writing:

Next, I céntativéiy arranged tEe categorxes and beliefs hiérarthitally, also

cases whose narraties I had already drafted but began dlscu381ng posslble
sources in greater detail. Four categories remained consistent--beliefs
about. (1) the nature of writing; €2) good writing or good writers, and (3)

evaluation of writing, and (4) self as writer.
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Aftet!egorizing the beliefs for all three cases;: I then explored
possible sources for each of the beliefs: I also attempted to see how the
various beliefs and categories related to each other and whether or not

tbere was a pattern for each case and, finally, across cases.
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Chapter &4

CASE HISTORIES

The language, the language
fails them

, ‘or have not
the courage to use them..:

William Carlos Williams

Jan's Case
. At Prince Edward High School, Jan was a member of the field hockey and
soccer teams and belonged to various clubs. Her teachers described Jan as
"Very popular.' Jan attributed her popularity in school, in part, to her
older brother's influence: "Being around his friends was a way of me making
friends."
The total student population at Prince Edward High School is 1,550.

Approximately EEinyffive percent of the graduates go on to four~year col-

leges and an additional twenty percent to two-year postsecondary institu-
tions. Jan graduated with a 3.3 grade point average ranking 57th out of 550
in her class.

While Jan ranked high academically in high school, her verbal SAT score
was a low 330. In addition, heér high error count on Old Dominion Univer-
§ity's Writing Sample Placement Test prevented her from enrolling in fresh-
ing. Jan was provisionally admitted to Old Dominion University through the
Academic Opportunity Program:

Jan ' rsonally enjoys expressing herself in writing, for writing, in
her words is a "silent way to say how I feel:" 4s the secondary English

supervisor in Jan's school system perceptivély observed:
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Jan seems ripe for teaching. Sae already

recogn1zes the utilitarian value of writing

in studying for tests and in improving grades

in all courses; and she ‘enjoys corresponding

with her grandparents, who respond positively

to her letters: She also seems to have some

acceptable writing habits——leaving blanks for

words when she cannot find the prec1se ones,

focusing on a thesis statement to give her

direction, and freewriting from then on.

Jan seems to like writing but feels frustrated with the process of t:anz-

latlng her ideas into words when pressured to write, as in school wr1t1ng,

and fears evaluatlon.

ﬁheh she writes: "It gets stuck Up there and I write somethlng different::.
Somehow I can't write what I actually mean:.:it's as if there was a mental
barrier between thoughts in my head and...thoughts on paper." This mismatch
of what she wants to write and what she actually writes frequentiy occurs
with teacher-assigned writing. Her frust.ation is intensified to the point
of depression by negatlve teacher feedback in the form of "red marks“ which

whamfeeummimmmw M’amd_ethat rsher,hadmmeted her

time. She is "torn," in one English supervisor's words,; "between the belief
that teachers must criticize and the fear of red marks:"

Jan's recollections of writing during her elementary and junior high
school years are vague. During the first five years; she recails doing more
grammar study than writing; in sixth grade, writing monthly book reports;
and in eight grade, wr1t1ng about what she did over the summer:. She fondly
recalls her fifth; eight and ninth grade lanQUage arts tééchéré5 whom she
describes as "exceilent...because they related to students on a personai

~level." They were teachers she could trust. Jan, observés a supervisor of

English instruction, "equates teacher trust with teaching excellence." i}?

15 s
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Jan ranked her tenth and elevenmth grade English teachers as her best
teachers because they were personable and helpful. Ms. Wali; Jan's tenth
grade Engllsh teacheri however, could not recall Jan: "There were so many
like her: I see so many students. She doesn't stand out." Jan earned a
sl1ght1y above average grade of "B" in English 10 and opted to také Américan

Studies in her junmior year:

Jan particularly liked Ma. Hull, her American “tudies Engllsh teacher:
"We were really good friends." Ms. Hull recalled that Jan worked very hard
on any paper she turned in, and that when workxng on difficult topics; she ®
occa310nally sought help after school. She noted, too, that Jan became
easlly discouraged if she dId not attain a high grade. Ms. Hull speculated
that some of Jan's frustrations may have resulted from her feeling of 1n-
fezlorlty to her older brother, with whom Jan was very close and who was an
excellent student. Jan credlted her older brother with being "the smart one
in the family" and added that she felt comfortable asking him for help. Ms.
Hull suspected he helped Jan with her writing and observed thay Jan "seemed
lost" when he left for colle ege ' //)7

Given Jan's "B" avéragé in American Studies, Ms. Hull recor 2nded Jan
taicé éiierage 'Eh'g’liéfi Eé}' last year ana; since 'ja'n piéhhéa to g'o to éaliégé,
took Ms. Hull'e advice: "I knew I'd be doing a lot of ﬁfiting in college
and needed more help in writing. I also knew senior English wasn't just all
ﬁtitihg papers." She elected to take Advanced Composltlon in the spring,

closest to the time she would be entering college.

ﬁntii her §énibr yéér, jéh saw heiself é§ éﬁ iﬁéEéée Efiﬁér.ﬂ Except
high school and had thought her writing "not bad but not the best." She
believed she wrote as well as most other people. While Jan's papers had
their share of '"red marks," her experience with school writing was generally
p081t1Ve and classroom environments generally supportiVe, enab11ng Jan to
function productively. Becaduse her téachers; in her eleven years of school~

ing, had nct given her cause to think otherwise, Jan assumed her self-

concept as a writer was accurate.

49 w0




In her senior yeai, Jéﬁ‘é ﬁérception of hérséif as z wtiter was éﬁakéﬁ,

before, but Jan protested. "No...they thought my writing was average."
Even though Jan knew this teacher had a reputation for cutt1ng people

down," Ms. Brewster's negative evaluat1on gave Jan "a b1g complex." While

the teacher's aggress1ve approach may motivate some students to perform
better, Jan was intimidated and hurt by the negatlve, aerogatory comment s ;
She was also in a diles.ma. Should she trust eleven years of generally po-

1t1Ve response to her writing or this one senior Engllsh teacher's highly

negative response?

While other teachers whom I interviewed thought it was odd that I had

identified Jan as haxlng a négative attitude toward wrltxng--"There certain-

iy are far worse cases" -—Ms: Brewster thought Jan a "classic case of

negative attitude," part1cularly a negative attitude toward Ms: Brewster's

criticism of her wr1t1ng.

She j just never liked to be criticized. When

she was, ‘she got on a high horse...I can just
Ciemie ;Zv———--—-—’—————-"‘ééi

in_the classroom most dis-

1llusloned about herself...When we wer ablng

the research paper; I talked to her abgut her

style—-her involved, complex, almost u 1htel-

ligible sentences;—and her lovely blue' :yes

would cloud over with tears because she could

not handle the idea she was less than perfect.

"The research paper,' according to Ms. Brewster, "was the big trama." The
paper was composed in stages, week by ééék* For two weeks, the students
worked on developing thesis statements in class discussion and .individual

conferences. Then a pre11m1nary outline was required the third week and so

on, methodically, step-by-step through most of the semester. 5




The students mostly worked with teacher rather than péer comments. Ms.
Brewster tried peer editing but found whenever.she gave them writing to
evaiuaté, they "just éupéffiéiéiiy EEiEi&izéd it;“ Sbe expiainéd- "iﬁ

51der1ng all I was supposed to do—-produce a research paper among otheér

thlngs..,

in her Junlor year, thought she would "breeze rlght through an average group
with no difficulty, and then she ran up agalnst this writing problem." Ac-

\ cordlng to Ms. Brewster; Jan could not

AN clarify, sxmpley, and communicate...She was

trying to be poetic and flowery and was never

able to srmply say scmethlng bagic in a

sentence...When I would show her how to sthch
a phrase or a clause or just cut it oiut, maybe

cut out whole sentences, even whole paragraphs--

she couldn't understand: She got this fix

N somewhere in the past...that to be flowery, con

fusing, backwards, was the thing. To simply

\\communlcate was not the thing.
N

Ms: Brewster also believes that part of Jan's problem was that she was so

N
: 1ngralned with "teenage, superf1c1al preppy cliches...that she was unable

—-—£c—pefe-eway—tr'

say." Ms. Brewster explained that while Jan's language may have soundéd

fine to her friehdéj this same language was inappropriate for formal or
academic writing. Ms. Brewster did not encourage students to use wrltlng as
a way of learning; she demanded academic writing at all times.

Ms. Brewster believes Jan's writing problem had been devetoped for
years but that since none of her teachers had told her, Jan developed an un-
realistic picture of hérself as a writer. Ms. Brewster did not hesitate to
tell Jan she had a writing problem; i;wever, she did not believe she could
help Jan: "Jan never really saw the ptbblem. I had the feeting all through
the year that she felt I was the villain, I was wrong." While this teacher
was not wrong about Jan being an unskilled writer; her lack of understanding
of Jan's dilemma appeared harmful; and her aggressxve, negative approach
hexghtened Jan's fear of evaluation. Jan did not view Me Brewster's criti-
cism as constructive:. Ms: Brewsfer describes herself as "pérhéps thé one

teacher who did not see Jan as solid gold."
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Wiy hadn't Jan's prev1ous teachers told her about her writing problem?
Ms. Brewster speculates that her teachers mIght have been reluctant because
Jan was "such a lovely girl,' popular, extremely conscientious and interest-—
éd; and had a mother who was very involved in school fiunctions. Another
teacher also speculated about teacher attitude: "So many students aren't
motivated. They just don't care. And when we have a student like Jan who
is motivated, even though shé was perhaps grade-motivated, we are so grate-
ful "

English 12-Average surveys literature through the Western Litérature
text: Longer works studied include Canterbury Tales; Macbeth, and Crystal

Cave. étylés of wr1t1ng are explored through the study of the essay,

sonnet,; short story, rnovel and term paper. It is 1nterest1ng that Jan earm
ed an "A" the first semester in Ms:. Brewster's Englxsh class, the highest
grade she had received in English to date and a "B" the second semester:

Ms. Brewster explalned that these grades were not based on wr1t1ng but

reflect other thIngs-reedIng, lxterature...It

was an overall survey course, basically. Review

. of grammar the fIrst 8ix weeks. She did f1ne on

that. Five or six novels to be read outside class.

H1gh1y ‘objective testxng on that.r Did mg:velous

on that: Did it all, did her read1ng.. The research

paper sne reelly_;nﬂidn_lﬁdah. too poorly on becsuse'
it was so structured...any consciéntious studert
could make a B, if not an A. Had my grade been

exclusively on writing...

The fact that Jan.earned a C in Mr. Wilson's Advanced Composition class im
dicated, in Ms. Brewster's mind, "a real deficiencv:"
Mr. Wilson, however, could not understand how Jan could earn an A& in

her first semester of senior English and have a "major p*obl'émi in wr1t1ng

At first, he could not recall Jan's writing problems spec1f1cally (which
surpr1sed Ms. Brewster, who believed Jan' 8 wordiness would have "driven him
crazy' 'Y, but Jan's grade of ¢ indicated to him that she would have "some
difficulty with college wrltlng." -He explained that '"she could have had
problems with organization or support. Even though we tell them [students]
a million L1mes, they just write in generallzat1ons. Her word cho1ce, could
have been poor...it 8 hard to break habits stiidentz have developed for
twelve years." Jan did not interpret her C in Advanced Compos1tlon as a bad
grade: '"Mr. Wilson never gives A's, and he rarely gives B's," she ex-
plalned. ) J
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While Ms. Brewster was eager to diécusé Jan's attxtude toward wrxtlng,

Mr. Wilson was reluctant because he didn' t believe he could provide any in-
gights: "She d1dn t express any dominant attitude that I recall." He
descriheé Jan as "more dutiful about her work than eﬁ%huslastlc.“ While she
did her assignments, Mr. Wilson never saw any "spark" in her writing. He
did observe that Jan seemed more motivated to please others than to please

herself; "Perhaps if Jan wrote to please herself;;;" he pondered.

Jan recalled her main problem in Advanced Composltlon--unnecessary
words and organization. While Jan saw Mr. Wilson as critical of her writ-
1ng' she aiso saw his criticism as constructive: "Somehow, I don't know,
Advanced Cbmpoﬂltlon helped me--I don't know how to explaln 1t—-but Mr.
Wilson helped me through you know; certain ways to write and everything."
Sometimes he marked out her sentences-—-even wrote paragraphs--and once he
read one of her essays to the class as an example of bad writing. Jan sud-
denly felt she was a "hopeless case." While she felt "really embarrassed"
(although he did not mention heér name), she promised herself (o try an "get
‘a better grade" next time: He read her aext paper to the class as an ex~
ample of good writing. This time she felt proud:

When Jan did school writing; she wrote for the teacher: "Ybu have to

ey — —

know really what the teacher wants to know. I don't really wrlte you know,

what I lzig—fglwrlte. “Whenever she needed help in Mr: Wilson's class, he
'Wbuld help het by crossing out a word and rewriting. "This would tell me
how he writes ;" Jan explained, "So I kind of followed that and, you kiow, it
helped me get a better grade." Jan seemed confused about the nature of
hfitiﬁé; In the words of one consultant, "She senses Chat wrlting should
have a purpose bt holds the reductive notion that the purpose in many writ-

1ng classes is toﬁplease the teacher-as-audxence.

While Jan remembered feeling frustrated and disappointed, spending "all
that time just for those red marks and getting all those words crossed out,"
"beating her brains just trylng to get a good paper out,'" she described Mr.
Wilson as a "good teacher”: "I iearned a lot more Erom him than from other
teachers...he helped me ﬁith iy writing." Jam did not get enough help with
her wr1t1ng through her twelve years of schoollng, However, to pass Old

Domznxon Unlverslty 8 Wr1t1ng Sample Placement Test.




her. high error counts and presumed that she must have been very anxious
about her writing. Surprlslngly, Jan said she "felt real coufident" g01ng
ifito the test. She believed she would write competently since she had just
taken Advanced Composition: "If I just do everything Mr. Wilson taught

me..."

gies for writing a 500—word essay under pressure; 1Instead, she wrote for
the full ninety minutes; producing far more words than the 500=word require-
ment: "I guess I just wrote...A lot of it was probabl- unnecessary words,
you know; repeats.” When she learned she was placed in basic writing rather
than in freshman composition; Jan felt disappointed but rationalized that
many other students from Ms. Brewster's English classes were placed in Basic
Writing too: "It could be telling us something? Maybe we got the wrong
teacher." Jan was confused., What had gone wrong?

Ms. Brewnter's treatment of Jan is no doubt one of the sources of Jan's
negative attitude toward writing. '"Probably Ms. Brewster," observed another

Eéﬁéﬁifiﬁf "ié Eoo aBrupt too concerned with 1nst1tut10nal f6fﬁ§ E66 Eéi&y

understandxng her students are struggllng to create." It would be easy

_(and tempring) toiattribute Jan's ' eVentﬂmhIch.Ms.”Bzewater 28 the CAUSe; ...

however, it is hazardous to attributé too much casual slgnlflcance to a
o

single event.

Jan was a good student in traditional terms: she was conscientious,
dutifhl; cooperative, and earned good grades. In biief; she did well in
everything she learned how to do but she’ never learned to write: One con-
sultant described Jan as "caught in a bind ... She's a good student. .. She
expects to do well academically...She's doing everything she knows how to
do, and it is not working for her. She's told she doesn't know how to
write, and shé gets her words marked out; and then horrors, she's assigned
to GN ST 050 (Basic Writing) " ThHis consultant suspects the underlying
cause of Jan's negative attitude toward writing is the feellng that she had

been "betrayed by a system that she had been d01ng fairly well in." ‘"Poor




teaching, or lack of teaching," theé consultant concluded, "causes negative
attitudes among students who expect ro do well.”

From her knowledge of Jan's teachers, the supervisor of secondary
English instruction in Jan's schodl system concurred with this consultant's
judgment: "Her teachers do not teach; they assign and examine; and their
evaluations are summative, fbéhsihg on the past product; unconcerned with
what revision and editing might effect. They do not handle writing as a
process....A perceptive téachér should have concentrated Jan's attention on
revision."
but in her senior year in high school, Jan's “fldwefi language;'" in the
words of a consultant; "met head-on with the adult and sober expectations of
teachers who...emphasize the classical virtues of style: correctness,
appropriateness, dignity."

For eleven years; Jan thought she was an "average writer," tha: she
could write competently. Had she deceived herself or had her teachers,; the
school system; deceived her? Although in an interview and in informal con=
versations, Jan could not articulate this sense of betrayal and, in the
words of her English teachers' supervisor, "tried valiantly to be fair," a
chief source of Jan's negative attitude toward writing seems to be this
sense of betrayal rather than the morc obvious néegative feedback in the form
of "red marks" and crossed=out words: An underlying cause of Jzn's negative
at' itude toward writing and herself as a writer could stem from her teach-

ers' confusion and lack of understanding of the nature of writing. Her
teachers; a consultant observed, "seem to have no clear understanding of
what they are teaching when they teach writing: They perceive i+ as a
collection of discrete parts, not as a 4holistic process...Jan never does
have a clear sense of 'what she is not doing; she had, instead, a rather
fragmented pe:.eption of the flaws (wordiness; for examplé) in her writ-
ing...This ignorance results in reliance in fragmented criticism of stu-

dents' writ:ien products" rather than attention to theé process.

7
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For eleven years, Jan had a generally p051t1v= attltude toward writing:
Pernaps, one might reason, thab\posltlve attitude interfered with hQr learn-
ing to write because she thodéhc-—from the generally posltlve teache re-
sponse and good grades--she had learned to write competeng ly. stie hgd been
dece1ved— however, and, consequently, developed an unrealjstic pif€ltuge of
herseif as a writer, a picture which was shattered her sepjor year in high
school. While most of Jan's teachers (exept for their "red marks') did not
dIscouragL her as a writer, they also did not teacher her the procéss of
writing; espec1a11y revision, and important self-critical evaluation sklllé.
Instead, they responded positively to Jan's being a good srodent 25 weil as
a pleasant person and so rewarded this fact, not her writing, with Rood
grades.

BELIEFS

About self as writer

"I'm an average writer.'*

About good writing

Good writing is "flowery.

Critical evaluation of writing is the responsibility of the teacher:

The evaluation of writing is evaluation of the writer-persgn:

About the nature of writing ")

Writing involves directly transférring thoughts £ m the mind to th€ yaper.

*The quotatlon marks here and in subsequent cases indicate belIefS Stated
dIrectly by the student.
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Wricing is a !XRear process.
Writing is ledfNed from instruction.

Writing is out€r~dirécted.

Belief about B8Elf a5 writer: "I'm an average writer."
f‘
Source
Jan belieVed ghe wrote as weil as mési other stidents--"not bad but not

thé best:" She had earned good grades in "average" English ctasses (and one

"above average' clags) since junior high school. 1In high school English
flasses, she e?rned 5B's, 1 C and 1 A. A grade of B to Jan seems to mean
"average." While she earned a C in Advanced Composition; she considered

this grade "average' because her teacher, reportedly; never gave A's and

féieiy gave B'S. In all heér twelve years of schooling, only one teacher--
her senior Engllsh teacher--gave her reason to think she was a poor writer:
Jan was able tO digcount this judgement; however, since earlier she had
earned an A an A B from this teacher and, further, this teacher had a
rébutation; Ccord1ng to Jan, for "cutting people down:" Thus, this

CQntradlcclon faxled to cause Jan to revise her bSelief.

Beljef about go9d griting
Good writing i5 "flowery."
s—'—— ~ .
=Sirce
This betief can be inferred from Ms. Brewster's description of Jan's
W}itiug:
She was trying to be poetic and flowery and
¥3s never able to simply say something basic

i 2 sentence.
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Ms: Brewster believed Jan "got ths fix somewhere in the past...that to be
flowery; confusing, backwards, was the thing. To simply communicate was not
the thing:"

Jan recalled that oné of her problems in Advanced Composition was

"wordiness."

Beliefs about the evaluation of writing

Belief: Critical evaluation of writing is the responsibility of the
teacher.
Source

From the data, Jan appears totally dependent as a writer on the teach-
er. She wrote and then turned her product in to be criticized ("red marks")
by the teacher. Sometimes teachers (Ms. Brewster and Ms. Wheeler; for
example) intervened in her writing process, switching "a phrase or a c¢lause"
or "cutting out whole sentences, even whole paragraphs." Jan appears to

ssume or trust that teachers know the way to write, and the "red marks" are

11}

meant to be helpful. Peer &valuation of writing and the development of

self-critical skills does mot appear to have been part of Jan's experience.
Ms: Brewster said she tried peer reading but found students "just superfi-
cially criticized" writing. "They hadn't really been prepared,” she ex
plained; "to evaluate" writing (prior to their senior year)=="and

777777 (1)
Belief: The evaluation of writing is the evaluation of the writér-person.

éoutcé

According to Ms. Hull, Jan became discouraged when her writing was not
evaluated positively {whén she received numerous "red marks" and did not
attain a high grade). Jan, however, was '"really good friends" with Ms.
Hull, and did not beliéve Ms. Hull disiiked her because her writinz wasn't

"the best," but Jan did seem to judge harself harshiy. According to Ms.



Brewster, Jan "just never liked to be criticized: When she was, she got on
a high horse...I can just see her sitting in the classroom most disillusior-
ad about herself.::her lovely blue eyes would cloud over with tears because
she could not handlé the idea she was less than perfect.”" Jan was popular
w1th both students and teachers. Ms. Brewster describsd herself as "perhaps
the one teachér who did not see Jan [not Jan's writing] as solid gold."

~

Beliefs about the nature of writing

Belief: ertlng 1nvolves d1rect1y transferring thoughts from the mind to
the paper.

Source
In her twelve years of schooling, there is no evidence Jan learned to
use writing as a way of making meaning. She waits for the "knowledge to

come out" and gets frustrated when "it ééts stuck up there." She can't

write what she actuall means; she can't break through the "mental barrier
y 4

between thoughts in her head and:.::thoughts on paper."” Jan does not mertion
this frustration in relation to writing outside school (correspondence with
her grandparents, for example) but in relation to teacher—asslgned or school

writing:

Source
From the data, we know that Ms. Bréwster taught the writing of the re-

search paper as alinear process: Explained ‘ls. Brewster:

The paper was compcsed in stages; week by week:

For two weeks; the students worked on developlng

thesis statements in class discussion and indi-
vidual conferences. Then a preirmxnary outline

was required the third week and so on, methodxcalty,

sfep—by step through most of the semester. . .The

on because it was so structured...any conscientious

student could make a B, if not an A:
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Jan's notion of revision appeared to meéan proofreading and thus was 1imited
to crossing out words and paragraphs (as Ms. Brewster and Mr: Wilson, her

teachers, did) or filling in blanks rather than reformulating ideas.
Belief: Writing islearned from instruction.

Source

Jan believed she would writé competently on the Writing Sample Place-
ment TeSt because she had just taken Advanced Composition and earned what
she considered an averageé grade (C): "If I just do éverything Mr. Wilson
taught me..." she reasoned."

Through the years, Jan's Englih teachers seemed to have encouraged her
dependency as a writer. She depended, it appears, on instruction; on learn-
ing the way to writé from the teacher. She never learned that there are

many ways to write, and she never learned hér way or ways. .

Source

In school, Jan wrote exclusively for the teacher. She explained, "You
have to know really what the teacher wants to know. I don't really write,.
you know, what I like to write." She might have reasoned: School writing

order to do so, you have to figure out what the teacher wants: You can't
write what you want to write. You have to write what the teacher wants the
wa§ the teacher wants. Jan learned what the teacher wanted by checking her
writing with the teacher and observing which of her words the teachéer cross=~

ed out and the teacher's rewriting. "Ti helped me get a better grade," she
explained, and good grades were important to Jan ho was trying to be & good
student. Mr. Wilson, one of the teachers who, accbtding to Jan, crossed out
Jan's words and rewrote for her; described Jan as '"more dutiful about her

work than enthusiastic." He never saw any "spark" in her writing and ob-
served that she seemed more motivated to please Others than to please her-

self; 4
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Tom's Case

Big Bay High School was built twelve years ago because as the rarat
community of Bayville expanded; the clder Little Bay High School was becom—
ing overcrowded. The total student population at Big Bay High School is
1,410, Approximately Fifty-four percent of thé graduates go on to four-year
colleges, and an additional fourteen percent to two-year postsecondary in-
stitutions. Tom graduated in the top six percent of his class (27th out of
414) with a 3.4 gradée point average and a verbal SAT score of 420

At Big Bay High School, Tom was a member of the varsity wrestling team.
With pride; he admitted; "At the end, I was pretty good." His greatest
pride, however, was his involvement with the school's marching band. He was
the drum major; a position which required " a lot of time.” The band com

77777 Tom was also involved in
the school's theatrical productions, working behind the scenes -constructing
sets. Hé énjoyed this activity because. his friends were invoived as well-:
He pointed out that he was popular and had many male and female friends: He
beliéved; however; that his sociatl activities distracted him from his school
work. ‘ h
" R I _ _ _ _
In Tom's words; "Writing's not terrible bit, you kvow, it's just not
that exciting." At one time,; however; a friend of Tom's suggested he try

making a career as a writer because of his wild imagination. Tom wrote:

If it were possible for me to place my thoughts
and daydreams on paper as they came out of my
brain, I could probably sell millions of paper
back booklets. All of my writing would be of
science fictions._ I would write about future
happenings, travelers of the planets. My
writings would probably look like so; Enn; boom, ’
We must be in another galaxy. I would create
many sound affects in my writing. I love to
make animal noises in public. My imagination
would look great in writing; but I shouldn't
write it.



In an interview, Tom explained, "If I wrote something down, I'd probably

také it to somebody and then they'd have to correct it so much..." If Tom

were to write, he would "hate to write books":

1'd love to write film scripts, movie scripts,
so 1 could see my wrltlng...rather than Just

like you 're bu11d1ng somethlng, say a mechan1ca1

englne. You don't want to bu11d it to sit in a

museum to watch: 1I'd like to build it to see it

do stuff and to have other people admire it and

sce 1t...but for people just to read:...":

When Tom said the word "read" in the interview; he strayed from my question
and discussed his associations with "read"--"Read. I don't know, I just
never liked to read. I've always hated to read. And that's why I read
slow, because I never read"—and then returned to the question. Tom strayed
frequenciy thr'oug'h'o”uc the ihté}’v’ié&’, f{)iiéwing his aSSOCiétibh§. réo'r 'e’fc'aﬁx:

;ago .to cattylng on a lengthy discussion of one of his dream/fantasies. At
another point in the 1nterv1ew when asked about whether or not he wrote let-
ters, Tom answered the question w1th "I used to write letters a lot: The
corollary "I don't write letters now'" triggered Tom to analyze his life in’
relation to his peers. He revealéd his general insecurity in a lengthy di-
gre831on aboit growing up--"It seems like everybody is growing up around me.
I'm still hanging around:; ;" "Durlng the 1nterv1ew,' observed one consult-
ant, "he does not seem to do much connecting of ideas at all, gnd when he
does, the connections are purely associative and mostly sensory-based,
rather than abscract or intellectual.” When asked about his writing pro-
cess, Tom wrote, ‘I usually just sit down and start writing."” In both the
interviews and his school writing; Tom's cognitive style is similar--rela-
tively unstructured and associative.

Tom admitted he "doesn't write really well."” "I love what I can

think," éxplained Tom, "My problem is I...think things, and I can't seem to
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get exactly what 1' m thlnklng on the paper, and if I can't get it down

exactly the way 1 want it~~just perfect--I don't 11ke it. I don't even like

reading it." Tom considered himself a "fair" writer and does not believe hea
writes as well as most other people.

| Tom, hOQEVEr, "would like to enjoy ertIng. He speculated that the
reason he dislikes writing is because he's "not too well at it right now"
and is "too unsure" of himself. "His negative attitoude toward writing," ob-
served a consultant; "may very well bé dué to a realistic awareness that he
does not have tha skills required for college writing." While Tom admitted
he "usually doesn't get the iurge to sit down and write;" he does see wrltxng
as a means of learning: '"You always learn somethlng when you write," and he
added with a smile--"Like soméoné said, 'If you don't learn something new
every day, it's a wasted day.'"

Tom recollected writing numerous reports in school, especially for

history. 1In fifth grade, he wrote about a little country previously unknown
to him, and in seventh grade; he "built a model of the Monitor and wrote

about iié EiEEie with the ﬁétriméck.“ As a hlgh school senior, he did

When Tom entered high school; he took a mini (nine-week) English course
"Improving the Paragraph" with Mr. Jones. Mr. Jones claims his concept of
teaching writing, compared ot that of many other teachers, is "different."

He believes a student "has something to say..:I can't just let him [a stu-

" dent] feel 'I can't write and never could write.' I say; "oh yes; you can,

and that's why you're in here; so 1 can help you kind out you can write."

He also 'focuses completeLy on writlng. Mr. Jones finds it 1mp0381b1e to

one th1ng in the end:." ‘

Mr. Jones has his students write two compositions 1 week, one to be

turned in to Him and another to be read in class and then turned in later.

He suggests topics but allows students to invent their own. After listening
to a paper, he makes some positive comments and there is somé class discus~

sion. Tom, Mr. Jones recalled, loved délivering his papers behind a podium;
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share what they write with each other and check each other's papers. He
wants "writing with a purpose--meaningful writing." While Mr: Jones sounds

liké an efféctive composition teacher, he appeared to have had little

influence on Tom's development as a writer.

not remember who taught the course. He thought perhaps the teacher was Mr.
Jones: Tom recalled Mr. Jones outside rather than inside the classroom:
Perhaps the course was too brief and Tom's involvement in school/social
activities was more important at the time. Whatever the case, Mr; Jones
Also in his sophomore year; Tom took a nine-week course called "Pifictu-
ation Power" with Ms. Schuman. Ms. Schuman was "amazed" wheu she learned I

wanted to interview her about Tem's negative attitude toward writing: "I
never saw him negative :about anything. He always took a positive approach
to everything." While Ms. Schuman acknowledges the difficulty of teaching
Punctuation separate from composition, she feels the strength is that "it
focuses their the students' attention.”" In composition courses, Ms: Schuman
believes "both grammar and content should be examined:" She described Tom
as "an avérage student." Tom earned a ©. .

At the beginning of his junior yea:, Tom enrolled in British Literati.e
I; a semester-long course. His teacher, Ms. Mi.ler, described Tom as "very
good natured, a very easy student to work with." & critical approach to
1itéf§;§ selections was necessary to this cours *.» approach difficult for
a student like Tom who "never liked to read:" W ..e'+s: Mi'ler was probably
referring to the reading of literary works; Tom ai-: di1 not like reading
his own work. Ms. Miller remembered that Tom's in e ~r :ztic.s "lacked
depth" and, therefore, Tom lacked confidence" "I r. :~i1 ~¢ wa: the type of
student who doubted himself.::Tom would say, 'i just -an't do ciiat, Ms.
Mitler.'" While Ms. Miller thought Tom "a delightful 25 s0m," she consider
ed his work "average." She recalled Tom enjuying the 1i\ily clasc ¢iscus-
sions "once we got intoc it." Sheé also recalled he was “mever a discipline
problem" and "never unwilling to work:" "He hzd such a positive attitude to
work with;" Ms. Miller explained, "that you could -hannel him into accom

plishing."



Tom claims he learned most of what he knows about writing from his
eleventh grade composition class (Composltlon 3) with Ms. Johnson. Tom said
he "learned about index cards and everything." He does not know if he will

é@ér use chem-—perhapa 1f he had "a really b1g 1mportant paper. ﬁé ééid he

p01nts and supporting each one).

Ms. Johnson was surprised to learn Tom had not passed ODU's Writing
Sample Placement Test. Tom was supposed to have taken Composition 2 before
Composition 3 but could not it it into his schedule. "The only thing I
could fit in was Comp 3--80 I said; '"Well, go for it; Tom.''" Ms. Johnson
thought she was doing Tom a favor by giving him special permission to take
Composition 3. She "thought he could héﬁééé" because she "had a very small
class" and felt she "could probably work with him on an 1nd1v1dua1 basis and
put him throqgh that partlcu; r course:" Upon looking over his record and
the results of ODU's Writing Sample Placement Test, she thought that "he
proiibly should have taken Composition 2." St i11; she was puzzled "because
he did fairly well on his paper" (in Composition 3. 'In fact, Tom did very
well grade-w1se, and earned an A~ on his research paper euntitled
:"Hemingway The Rellglous ard Heroic Symbollsm of The 0ld Man and the Sea."
"y really enJoyed writing that paper;" recalled Tom:

Ms. Johnson believed Tom needed a usage course that was combined with
composition. '"That's ome of the difficulties with this kind of scheduling,"
she explained. Ms. Johnson thinks that "you can do that [separate skills]

as: long as the teacher makes sur: the students are taklng this usage and

transrerrlng it to their writine." Rather than just, dr1111ng students with

exercises in subject-verb agreeiient, for : unple, Ms. Johnson believes that

teachers also ought to ask studen:z: to wri.e¢ paragraphs and edit for errors:

"Hopefutly,' said Ms John--n, "5z take thé usagé course and then take a

composition course." Tom t& % a .dige course in his senior wecar after Comr

position 3. Consequéntiy, Ms Jchn¢c continued, "he couldn : take what he

learned in there about subJecr-verb wgreerient or whatever thée ‘.gage rule and

apply it €o his own wrltlng. ¥:. Jor:-ox beliv.zs students n. -3 usage
course because "if you said - i, jou'we - problems with subject=-
verb agreement' and tney hawon't tot o izgel co3 don't knmow wioi you'r:

c.
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Tom claims he learned most cf what he knows about writing from his
eleventh grade composition class (Composition 3) with Ms. Johnson. Tom said
he "learned about index cards and everything." He does not Rnow if he will
ever use them-—perhaps if he had "a really b;g 1mportant paper:" He said he
also learned about the three-point system (Startlng out with three basic
points and supporting each one).

Ms. Johnson was surprised to learn Tom had not passed ODU's Writing
Sample Placement Test: Tom was supposed to have taken Composxtlon 2 before
Composltlon 3 but could niot fit it into his schedule. "The only thlng I
could fit in was Comp 3--so 1 said, '"Well, go for it, Tom.'"™ Ms. Johnson
thought she was doing Tom a fvor by giving him special ﬁérmi§810n to take
Composition 33 She "thought he could msnage" because she "had a very small
cltass" and felt she "could probably work with him on anﬁlnd1v1dua1 basis and
put him through that partlcular course:" Upon looking over his record and
the results of ODU'e Writing Sample Placement Test, she thought that "o
probably should have taken Composition 2. Still, she w~s puzzlad '"becs.
he did fairly well on his paper" (in Composition 3). 1In féct Tom did veé.
well grade-w1se, and earned an A- on his research paper entitled
"Hemingway: The Religidus and Heioic Symbolism of The Old Man and the S$ca."
"I really énjoyed writing that paper," recalled Tom.

Ms. Johnson believed Tom needel a usage course that was coatined with
composition. "That's one of the difficulties with chis kind of scheduling,"
she explained. Ms. Johnson thinks that "you can do that [separate skills]
as long as theteacher makes sure the students are taking this usage and
trahéféfring it tb EEéiE &EiEiﬁé;" Rather than just dr1111ng students with
teachers also ought to ask students to write paragraphs and edit for errors.
"Hopefully," said Ms. Johnson,; "you take the usage course and then take a
composition course:" Tom took a usage course in his renior year after Com-
position 3. Consequently, Ms. Johnson continued; "he couldn't take what he
learned in there about subject-verb agreemtn or whatever the usage riule and
apply it to his own writing." Ms. Johnson believes students need usage
course because "if you said, 'All right, you've got problems with subjéCt-

verb agreement' and they havén't had thé usage, they don't know what you're
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talking about... If you say you're not u51ng the corréct case of the pro~
noun, they've forgotten from elementary or junior high, when they take that
grammar Inltlally...You Have to go back and refresh just so that you have
some terminology in common."

Ms: Johnson described Tom as "enthusiastic about his subject" 3£ his
re-search paper. She remembered that Foth Tom and his girlfriend worked on
Hemingway's book The Old Man and the Sea, though they chose ditFerent
topics, and he would discuss his ideas with her. "He was just very consci-

entious," Ms. Johnson recalled, about maklng suré that evarything was

corgect." Since most of the time in Compos;tlon 3 was spent on researching
and writing this one paper, Tom--who had sentence structuré and usage prob-
lems--had timé to correct errors.

wrltlng. She did remember that in the beglnnlng of the course he worrlee
about whether or not he "could make it through the course:"” In an inter—
view; Tom admitted being '"scared to death" because hé didn't kaow if he
would be able to keep up with the writing in Ms. Johnmson's course:

After reading a portion of the transcript of my interview with Tom
which I presented to Ms: Johnsnn during our interview, shé wondered "iF he
had a problem with explaining  .self." She explained, "A lot of times, if
a student has difficulty in conversation, that carries ovér into the writ=
ing." Ms. Johnson believes ' _ lot of our students don t have formal enough
situations speaking; that they learn to use the language." Tom had glveﬁ me
a copy of the reésearch paper he had written for Ms: Johnson's course. Dur-—
1ng my interview with Ms: Johnson, she glahted at tha comments she had wrlt-
ten on the title page of Tom's rescarch’ paper: "Your thESIS is well sup~

pbrté' You still have a few areas where terminology is to [teacher's

spelling] informal." "That's why he gct the A~," she explained.

Ms. Johnson alsoc wondered if the use of informal language could be
attributed to a maturlty problem." ‘Wher I taught seventh grade," she
explained, "I tried to show those students the same thing...You do your pre-

writing and brainstorming, and you get your ideas and you keep working with




those ideas until you've decided exactly what you want to write and thenm you
support it; you know, with three points.' Ms. Johnson roticed that in my
interview with Tom, he kept "bringing up this idea of three points," but,
she remarked, "he doesn't really know what he's talking about...It's not a
concept he fully comprehends.” 1In the interview; Tom tried to recall the
three-point breakdown he did of Tre Old Man and the Sea but could only

remember the "religious aspécts." "I can't rememb’ the two other ones,"
said Tom.

Ms. Johnson would rather have students for an academic year than just

they jump from one teacher to another and from one subject to anothar.” She
added, "And those subjects aren't interrelated enough." "Gifted students,"
she explained, "are with the same teacher for the entire year."

Ms. Johnson informed me that her homor Students were currently practic-
ing writing under pressure, "and they do beauts fully ;" said Ms. Johnson:
She recalled, however; that the first time she had them write under pressure
(45 minutes) one studént outlined the whole time and never started writing
while others just started writing immediately. Through practice, her stu-

dents have learned to use théir time efficiently and to complete the task.
"They have really grown immensely,” Ms. Johihson noté&d.

Ms. Johnson does not believe students get enough writing experience.
She explained that because literature classes are large (usually 35 stu-
‘dents), some teachers do not require essay responses on tests. "I just
refuse,” said Ms. Johnson who was teaching three literature courses at the
time, "to let the time and th~ number of students get me bogged down 8o that
I can't give that kind of a test." She recatled having juniors and seniors,
however; wno had never had the pressure of test writihg.

Tom earned a B in Composition 3 but believes he should have earned an A
because he "made an A" on an oral test and a B+ on his research papér. Act-
ually, he earned an A- on the paper. But thén Tom weat on to say that Ms:
Johnsen "grades very very hard. They %Eé students] say the best grade they
every heard of was someone made a FE in her class. You know, B is about the

best."




In his senior year; Tom took a course iii grammar, which he describes as
his "worst subject." "I've always never been able to do it; so. I took the
ctass:" According to Tom, the course consisted of grammar exercises di-
vorced from writing. The teacher;, due to relocation, was unavailable’ for an
interview:

IT with Ms. Schuman, whom he had worked with two years earlier in "Punct.-
ation Power:'" Ms. Schuman explained that in this course, s.udents writc
essay responses to questions and are often asked to relate the literature to
their own 1wes. She recalled that while Tom's "mechanics were not strong”

ane he was "not very perceptive," he was "slways willing." Tom remembers
"the essay questions were hard” but he "enjoyed this class" and believed Ms.
Schuman to be "a good teacht ." Tom earned a C, "probably," he speculated,
"because I just don't write well on the spur of the moment:" Ms. Schuman

believes that if Toﬁ ﬁéa more writing courses, he woiuld have continued de-

When aske:: to comparé writing to another act1v1ty, Tom chose wrestling.
He sees both as skills which can improve with practlce. In an interview,; he
cited his faiher as an example of someoné who is learnlng to write by writ-

ing:

I look at my father, my father; you know, he

didn't even finish high school; but right now

he's very ~nuch into computers and he writes a

lot and 1 v~ noticed in him; it seems the more

he writes, the more he 1earns...and he s getting
better at it {wrltlng]

“om is awe - -hat he needs to practice writing in order to develop ekllls,

but what <icd of writirg practlce doeg Tom need?

Tom ...uis wist comfortable writh' what Brirtea (175} cail.. expressive

wrifiag or what %mig (1971) calls reflexive wpi icina. ‘= el:z.ms that when
ccnp school writing he does not w.:té isr thé teache -~ i write for me."
(] ) 59
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He also admitted, kovever, trying to write "for a more int : lectual rgagdep:"

He explained, "I *:y to make my paper sound better; you kngw—=I 1iKe ¢andy.
I enjoy the taste of candy." Perhaps what Tom meant when he said,’ "1 write
for myself "is that he would like to write for himseif or would 1Lke to put

himself into his writing: (e

Tom had difficulty reshaping his expressive wr1t1ng for a school aodi-

ence-—even, a“mavbe é§pét1a11y, an mpixed one; He did hot kinow h°\v to

invest hlmself in school writing tasks. Summarlzed one congulrant:

From his ertIng experlence, he remembers the

three-poxnt system, index cards and reports*-the

copying of facts. Tom knows that writing shquld

have meaning, should be V1V1d however; his

experience has shown that wr1t1ng means "doxng

¢ fxttxng haif—conCelved 1deans 1nto formulas-—sch001

writing. Tom has learned to. be e overly con—
cerned about the extérnals—the format" of
sentences, for instance. )

Early in the basic wr1t1ng class, I observed Tom ed1t1ng for correcﬂness and
language that sounded "more intellectual" as he was composiyg; whic n Setu-
ally prevented him €rom composing (in the sense of maklng me aning) 3t7a11
Tom; at that poiit, ceztalnly was not wr1t1ng for himself: +The test Ne was
produc1ng was not hls but;, instead; represented hls idea of che kind °E text
a student should produce for school wrltlng. It is not that Tom Waﬂted to
approach wr1t1ng thls way but he knew no other way; Tom never 1e3rred Strat-

egies for exploring ideas, for making meanlng. He was workipg on ranys g~

ing his ideas for the reader—-with special attention to cortgctness ang

sound--before he had come to understand what he wanted to ééy*

Tom did not know how to move from loosely (and assoc1at1vely) Organ zed
wr1t1ng Observed a consultant, "Tom's conceptual habits, his cycllcal

rather than log1ca11y sequentlal thinking, are not the kind that are easlly

\
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Suited to creatlng yjnear written products."”

1f Tom werf® tg yrite for himself; he would wrice fantasies to be read
and epjoyed by otherQ\ "Fantasies," a consultant explained, "can be his
wn" \\

Whec is 1nterest1ng about Tom is that hlS

€Xperience with writing is at odds with what he

10tyits about writing: Tom wants to see his

rlclng in action: He wants to see his
lenatlon in words: However, when he- writes,
€ words just sit thera:

Tom goes not read but is captivated $v the visual media (science-fiction
Movies in particulyy) and, concluda:d chis corsultant, "Tom may be Judglng
ertlng in term$ Of how nearly it azpraxlmctos visual fiction" (3tar Wars,
for example) -

Tom was "sC8Ted to death" wh  Fr woni Lo take ODU's Writiss Sarp!
Placement Test. He said, "Oh ay :-~ih-—what's it going te be like? I nave
10 idea. I gott® write this many .:de in this lengih of cir-~: und his

" frieng séid; "oh §Qéﬁ; Tom, *t'. gona: 5S¢ hard."

In h1gh sch°°1* Tow did ot work hard at nis< uriting. As one consult-
ant pge i "Pefhaps he tried to make up for some hard wriiiag effort with
an extry dash of Chgrm " However, if writing (composing) had been stressed
throughout Tom's English (and school) curriculum; Tom--given his positive
ouﬁiook-‘would U“dOchedly have made more of an effort.

\
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About the nature of writing

writing involves directly transferring thoughts from the mind to the paper.
Writing is a way of learning.

Wriring should be right the first time.

Writing is a linear process.

Writing is learned from formal instruction in grammar .,

You learn to write by writing.

Writing 1s outer-directed:

Belief about self as writer

"I'm a fair writer."
Source

uatlon, Tom concluded he s a "fair writer" "I do not write as Vell as most
other people. I do not have the skill." Ms. Schuman and Ms. Miller con—
sidered Tom's work "average." He earned 4 C's and 2 B's in Englisb courses.
His 2 B's were in "Improving the Paragraph" with Mr: ZJones and in Cumpos—
ition 3 with Ms. Johnson: While he earned an A~ on his research paper; he
rece: ‘ed considerable help from Ms. Johnson, especially in making correc-

tions, over the semester.

Beliefs about the naturé of writing

Belief: Writing involves directly transferring thoughts from the mind to
the paper.

~1!
OO
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Source

This belief is inferred from direct statements made by Tom: "If it
were possible for me to place my thoughts and daydreams on paper as they
came out of my braIn...i love what I can thlnk...My problem is I...think
thxngs and I can't seem to get exactly what I'm thlnkxng on the paper

shouldn't writ- 1t." The implication here is that skilled writers are able
to transfer the. . thoughts directly from minds to the paper. In his years
of schooling, Tem was apparently not exposed to wrlters at work: He tried
to w'ite but didn't know the way, which he assumed most other peopié knew.
His bellef was never challenged.

Be':.7: Writing is a way of learning.

g 2

While Tom believes writing involves directly tramsferring thoughts from
the mind to the paper, he also believes "you always learn something when you
write." Tom recoliected writing "numerous reports" in school, -especially
for history: In fi ri icoda, he vecalled acquiring information (factual
knowledge) vaile writir. -&peits ‘in the fifth grade about a countzy and in
seventh grade, aBegb%the battle of the Monitor and the Merimack) .
Belief: er:ing/;houid be right the first time.
o \
Source j

"And ‘€ I zan't get it down exactly the way I want it::jdét perfect--%
don't like it; I don't e.en like reading it." Early in the BW class, I

observed Tom tryxng to write a perfect first draft ééiting for spelling and

the use of wqrds he thought might be more approprlate "for a more intellec
tual reader." He had great difficulty writing "right" the first time and
stopped often to stare at the pac2 or erase. Nérvousiy; he tap-tap-tapped
his pencil on his desk; as if waiting for a muse to transfer his thoughts

from the mind to the paper. He evédently had not written multiple drafts
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before; except perhaps for a research paper written over a period of a se-

mester. Tom does not seem to understand revising as re-seeing but as taking

time to correct errors. According to Ms. Johnson, "He was just very con-

scientious about making sure that everythlng was correct. This assoc1at10n
of ercIng with correctress undoubtedly came from his experiences with

wr1t1ng in school; including his experience writing in Ms. Johnson's re-

search paper-wr1t1ng class.

Belief: Writing is a lineéar process.

Source

Left alone, Tom's wr1t1ng process consisted of "just sitting'dowﬁ and

wr1t1ng. With a teacher's 1ntervent10n, however, Tom took a whole semester

paper. Tom claims to have learned most of what he

to write one resear'{
kiiows about writing)from his eleventh grade composition (research paper)

teacher Ms. Johnson. "I learned about index cards and:.the three-point
system" (ététting out with three basic points and supportlng each one). The
smphasis in chis course appeared to be on form wh1ch was arrived at step—by—

oD, Ms. Johnson expi<ined that when she taught seventh grade, she

<

tried to shcw: . .students the same thlng you do

your pre—wrltirr and braInstormlng, and you get

jouL,ldeas and you keep working with those ideas

ineil you've dz*‘ded exactly what you want to
write and tuen you support it, you know, with
three points.

In an interview, Tom recalled the "thrée-point” breakdown but he could not
recall his three points=—what he had to say: It seems that Hé learned to be

concerned; instead, about the external "format" of school writing.

Belief: Writing is learned from formal instruction in grammar:

~}

TN
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Source

While there is no indication that Tom strongly held this belief, it is
likely that he inferred this beli from some of his Engl sh teachors'
attitudes toward the relationship of grammar and wrltxug. ¥s. ohnson; for
example; believes students can apply forr.' instruction in gr-mmar to their
writing. Sbe also believes that students need formal instruction in grammar
§0 that they can understand grammatical errors when pointed oit by an
English teacher. She believed Tom shoild have taken a grammar course before
Composition 3 "so he could take what he learned in there. ..and apply it to
his own writing.” Tom enrolled in a grammar course ia his senior year.
Belief: You learn to writé by writing.

Source

Tom seems to have partially inferred this belief from observing his
father get "better at writing” by writing miore and more on his jbbi it
seems thé more he writes; the more he learns:..and he's getting better..."
Tom also believes he learned to wrestle by wrestling, by practicing over and
over—and thinks the same must be true for writing. Tom's Wriﬁing experi-
ence was very limited in high school: he did not learn to write by writing.
Hé is an unpractlced writer:

Ms. Schuman believes Tom—because of his generally positie attitude--
would have continued #évéloping as a writer if hc had taken more "writing
courses."

Even Ms. Johnson appears to believe "you learn to write by writing,"
Judglng from her statement that "students do not get - enough wrltlng experx-
ence. lronlcally, she reduced Tom's writing practice by allow1ng him to
bypass Composition 2 and go d1rect1y to Composition 3. Tom is likeable, and
she probably wanted to help him through the system. He got through the

system but he did not learn ro write better.
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Belief: Writing is outer-directed.
Source

While Tom "would like to enjoy writing," he does not emjoy school
writing because he's "not too well at it:" His writing has to be "corrected
g6 much." When Tom writés for school, he pays attention to surface correct-
ness and form while he is still discovering what he wants to say. At the
same time, he also edits-as—he-writes for what he calls "a more intellectual

reader." Years of teacher attencion to cecrrectness and form rather than to
writing as « way of making meaning undoubtedly gave rise to this belief.
Tom did not begin with more expressive writing and move outward to more
public writing. Instéad, he usually "just wrote" for "a more inteilectual
school writing.

Charlene's Case

Little Bay High School, the school Charleme graduated from; is one of
student population is 1,334 students. Thirty-six percent of Little Bay
High's graduates go on to four-year colleges and ninepeen percent go to two-
year colleges.

According to Assistant Principal Ms. Mahoney; many families choose to
settle in Bayville because of its stability: '"Péople come hsre and they
stay. Sometimes people go away but they usually return:" Ms. Mahoney went
away for a few years but returned when Charlene was in her junior year.

Ms. Mahoney did not remember Charlene Johnson but remembered her
brothers. In fact, they periodizally stop by her home to updaté her on
thei: tives. Nevertheless, she had to stop and think who Charlene was.
Johnson home, "a modest but convenient house in an open.area where there are

not many other houses."



“éettlng an education was 1mportant to Charlene's parents*“ neither of whom
attended h1gh school: Charlene's mother is a houéew1fé, and her féther is
an inspector at an automobile piaht.

Charlene is the youngest of six ch11dren one of whom is a foster
child. Her oldest brother died in an automobile accident when Charlene was
five years old. He was in his first year of college and was studying to be
a preacher and history teacher: Rob; the next oldest brother, holds both
Bacielor and Master of Sc1ence”degrees and has also completed some doctoral
study. Another brother; a compdEéE programmer, is working toward a college
degree:. Charlene's older sister, who owns an ant1que shop; is “the oniy one
in the family who didn't finish high school;" said Charlens. Her other
sister is an LPN at Bayv111e General Hospital, and her foster brother is in
"

the ﬁavy. Charlene describes her family as "very close" and religious."

Charlene did not participate in sports or school act1v1t1e§ She says,
"I was a lomer. I went to school, did my work and came home. I didn't go
to foctball games on Friday night. I didn't have friends to go with." Ms.
Mahoney recalled that Charlene "did not seem £o care about her appearance"
and did not dress like her peers: Charlene pointc out with pride, however,
that she was a member of the National Honor Society.

Two of Charlene's brothers, as well as her mother; had speech problems,
inciuaing stuttering: Ms. Mahoney particularly remembered Chirlene's broth-
er Rob, for he was unusually persistent, determined and highly motivated; as
well as intelligent: He taught himself calculus and was gifted in the com
puter sciences. She remembéred not understanding a point he made in a cal-
culus class which she taught. Because of his speech problem, Ms. Mahoney
did not want to embarrass him, but he stopped her: "I know you did not un-
derstand what I said, and I want you to Lear what I have to say." 810w1y,
he repeated his point until it was understood. "And it was a good point ;"
Ms. Mahoney récalled. The other students were patient with him and liked.



In an interview, Charlene talked about her brother. "He worked in the
Pentagon r w," she pointéd out with pride. He graduated from high school at
the top of his class: '"He was tike 9 out of 250." charlene is qu1ck to
compare herself: "When I graduated, I was 23 out of 535 students. (Act~-
uaiiy; she ranked 17 out of 502 students with a grade point aveérag® of 3.6
and a verbal g%T score of 450).

Prior to high school, Charlene earned mostly A's and B's. Report writ-
ing dominated her early experiences with writing. She recalled a positive
experience with creative wrlthg in the sixth grade:. The teacher "had these
little plctures...and...we d:iiwrite up a little story of what we...wanted
to write." This wrltlng was "for extra credit...not for a grade ;" €hartene

expléinéd. She enJoyed thlS kind -of writlng, wr1t1ng that belongéd to her

writing Charlene did "because it had to be done.

After sixth grade; Charlene disliked writing because she believed that
her teachers, judging from their negative criticism, disliked her writing.
Sifice Charlene ¥iewed writing--however public-—as an extension of herself,
this ted her to velieve hér teachers disliked her. 1've aiways needed
péople to like what I do; or to like me." Before high school, Charléne was
‘already writing to try to please teachers and earn grades rather than writ-
ing to pleasé herself and to learn. Yet she wantea to ieérn to wricé

proval and acceptance. Perhaps she could improve her wr1t1ng 51gn1f1cant1y
in high school.

When Charlene entered high school, she set two goals. (1) to make
straight A's at least one marking period and (2) ~o make the National Honor
)bc1ety—-someth16g Her brothér Rob doubted she could do: "I always had to
prove myself;" she explained. Charlene also entered high school with a weak
background in writing. Given her goals, she viewed composition cori-ses as

obstééles to be avoided when poss1ble. She felt more comfortable with



/
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In her sophomore:year, Charlene enroliad .. a grammar «<u.v.e with .

Ayers. Grammar in this school system; it many other.. ir aught as &
isolated skill. Ms. Ayers gives her st onts "gramv . ... - ictures:’ If
they make errors, spel’ing for example, their grades z . ‘i m :d. Ms. Aye s

claimed that if students are not penallzed bv grade for errd:$, than they do
not care. She remembered Charlone "always being a good studepr , always pre-
paréd." Charlene earned an A. "I kpow grmmar," explained C:sriene. "I
just don't kncw how to put the grammar and my - s together to form a...
composition:"

In "Organizing the .:-..7," & course Charlene also took in her sophomore
year, she tried hard to develop as 2 writer, but she was frustrated from the

start: Intuitively, Charlene knew her texts did not represent what she
wanted to say. Anxiously,; she submitted them to bé_jiidgéd by Ms. Padgett;
her composition teacher, and repeatedly Ms. Padgett reinforced, with C
grades and negative criticism, what one consultant referred to as Charlene's

"evolving sense of scribal 1nsecur1ty." Observed another consultant
"Charlene's poor writing performance does not meéet her expectations; yét,
she is unable to do better because she does not know how."

Charlene recalls Ms. Padgett telling her composition class that this
was not a creative writing class. Ms. Padgett also told her students they
"shouldn't expect more than a C, that a C was a good grade," but Charlene
knew better. Ms. Padgett wondéred "if Charlene didn't feel she should get
better grades than she got:::I couldn't get her to understand that she was a
C student." Actually, judging from total school performance, Charlene was
an A/B student. Ms. Padgett, observed another consultant, "transferred
writing performance to person"‘ she perceived Charlene as a "dull perscn, an
unlnterestlng dull person."

Charlene tried to rise above the € expected of her and to win Ms.
Padgett's approval. She reviewed Ms. Padgett's list of errors to avoid and

listened to her warning:
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if you get the two there's (theIr) mixed up--
wk=* I call my 1111terates, if you make a gram-

mat tcal error--such as sub ject-verb agreement
or using a pronoun that absolutfly has no ante-
cedent—-these bring your paper “%m to am average

paper. : .

When Charlene wrote and was unsure of the spelling of a word; she would use
another word. she knew how to spell. She worried about having so many pages
or pérégrépﬁé. She believed zhe could talk better than she could write:
"When it comes to exPresslng my ideas on paper...Il don't have enough." Per-
haps Charlene was afraid to elaborate; to experlment, to rlsk for fear of
error. When she received her C papérs back with numerous notes and correc-

tibns, she sked Ms. Padgett's help in understandlng the correctlons.
"She's the kind of student,"” Ms. Padgett explained, "that worries you to
death as far as maklng the corrections:" .
Ms. Padgett recalled that sometimes Charlene would get angry with h-.:z,
and she would just tell her, "All right; you little smart ass; you just sit
down, énd we'll get this thing after school. Before school, we do not have
. time:" Ms. Padgett became impatient with Charleue's questioning. In terms
of improving her wtiéiﬁg, Charlene probably asked insigni.icant questions
but she had never learned (been taught) to raise éiéﬁifiéiﬁﬁ questions,
questlcns that would -help 1mprove her writing. Frustration mounted for Eoth
student and teacher. - "I wasn't trying to change her style;" Ms. Pac_ett
explained. "Formal writing was required.” ("One problem with [school]
wrlttng’" néEed diariene, “ié yoﬁ ﬁaﬁe to hrite iﬁ [§65661] Engiish.“) "1

llko-—We do not begin every sentence in a paragraph with the same structure.
b

We mist vary thé structure." External constraxnts-—length for example, and
too much attention to surface errors rather than meaning--seem to have pre-
ventéd Charlene from internalizing the process of Wfltlhg.

Ms. Padgett tried to make Charlenme see that "process does make a dif-

ference.” However, péerhaps because Ms. Padgett graded the beginning of the



process, the chief difference Charlene observed was the differsnce in grade
between process and product. Charlene received A's on the jottings and out-
linés Ms. redgett required her students to submit, but she always rece1ved

C's on her papers. What happened between Charlene's A's (jottings and out-

lines) and €'s (products)?

There is no indication that Ms. Padgett and Charlene ever had a confer-—
ence about her writing process; instead, they apparently battled over cor
rections. Ms. Padgett knew that Charlene's corréctir3 her themes over and
over would not lead to better products but she "cou'd not get her to under
stand." Charlene learned what not to do (surface errors to avoid) but ot
what to do (strategies for composing). Their relationship, inm the words of
a consultant, was "adversarlal rather than collaborative." There is also no
indication that Charlene observed wr1ters (her peers, her teachers;, pro-

" fessionals) composlng or that much class time was used for composing.

Charlene did not understand writing as a non-linear process. The A's
she received in mathematics and grammar indicate that she couid handie
1ihéér, teacher~and rule~directed processes. In ccmpasing,'hbﬁever, éﬁe
needed help, but Ms. Padgett concentrated on mechanics of expression and
conventions governlng correct usage and so Charlene did not learn to wrlte

competently, whici meant Ms. Padgett "didn't see much 1mprovement in

Cha- 's wrltlng. Por those students who knew how to make meanlng but
who =d help with ed1t1ng for correctness, Ms. Padgett’s pickiness seemed
heiprui. But for students like Gharlene who needed to learn st- ategles fo.

Padgett s p1ck1ness seemed a hipdrance.

Although Charlene remembers the C's, she actually earned a "B" in "Or-
ganizing the Essay." She's hlghly mo;vvated...Cherlene wants to work," Ms.
?édgett ékpiainéd. "She pushed through.:.Charlene is a demandlng questlon-
asking chiid: Probably in order to get rid of her in elementary school,

they gave her grades she d1dn t earn'".
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Several rimes during wmy interview with Ms. Padgett; she referred to
Charlene's home background. Early she asked, "Do you know anything about
her family?" Regarding her minor difficulty with spelling; Ms: Padgett r«¢
marked, "And her background, again; ioes show through:" Later when I men-
tioued the academic success of some isrmer Little Bay High School students
in college, her reaction was that they were successful "despite the system.
"Usually," Ms. Padgett explained, "they come from a home enviromment that
has givén them something...When they come into our classes, if we mention or
give the least little spark, théy pick it up and carry it on:" Yet, later
in the interview;, Ms: Padgett momentarily assimed Somé of the réesponisibil=
ity: "It couid be I do not understand Char:zne or Chariene's kind."

On the surface, Charlene's negatlve attitude toward writing seems, in
part; to stem from her weak self-concept or self—1mage. Nevertheless; she
would seem co be overreactlng when she takes Ms. Padgett's crItxcxsm of her
wr1t1ng personally. In fact; Charlene's perceptlons appear to be accurate;
Accordlng to Ms. Padgett, Charlene was "dull " "uninteresting," '"demanding,"

"aC student " omy Jittle smart ass," and had parents who did not go beycnd
the eighth grade. Ms. Padgett "does not understand Charlene or Charlene's
kind." Ms. Padgett added "I know nothing about a world that is not exposed
to educating." One consultant found this remark particularly significant
and speculated zoout the meaning. Ms. Padgett "doésn't talk about 4 world
which is not exposed to literature or phllosophy or science or arts and
Letters, but; rather,; ' educatxng." I suppose she': .lklng about THE
SYSTEM: What else i¢ educating? Educating is being able to work within tha
system....Here Qe might have again the idealistic student who lacks proper
cynicism, who cannot be part of a system:..The system is set up for students
who are not only cynical but who can express themselves easily in words:"

In her junior year, Charlene avoided taking a composition course
because the C's she received in her sophomore composition class were "bad
enough." Her junioé‘ year was also the time she came closest to achieving
her goal of straight A's (she earned- 5 A's and 1 B): "That's the year I
didn’t tzke a unit of composition," Charlene noted. That was also the year
her school *system swltched from nine-week mini-courses to séhé§ter-iong

courses. In the trénSLtldn, Charlene §11p§ed thfdugh the éiétéﬁ; no one

m :
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c1 v o - wag not suppcsed te da.
' arlene's grammar téachér turned out to be Ms. Padgett. From

-',\—irfene's beféﬁé&ﬁii}é; Ms . ?aagettis attitude toward her in the class was

-ass.  This apparent change in teacher behav’or confused Charléne:

When. i was in her composition class,rshe
always used to criticize _me, and she'd
see me in the hallways, and 1'd say 'h.i
to her and she wouldn't speak: But then

when I had her for grammar, ! had stralghr

A's withecet.::effort; and theu when 1'd

see her in the haliways, she'd say 'hi'

back or ask me how I was doing.

Charlene even began stopping by Ms. Padgett's room every courie of weeks to

visit with 1c:. Charlene sought an explanation for the change: "I'm not

sure she liked sdphOmores..Shé élwayé liked good students; and:..I wasn't

good in composition:" Ms. Padgett could understand Charleirie's coiifigion

"BecaUSe.right in the middle of class I Said 1 &oh'E 5&&?65& of sophomores;

one:-of my classes down to the sophomore level. " She would constantly have

to stop and say, "ALI right; my darling sophomores, we .mist learn thlS.

In he- junior year; Chartene also took a course in American literature.

A different picture emerges of Charléné dascribed by this teacher as "always

an 1nterested student"

She took both reading and writing'assignments

seriously and gave t hem her full attention.

She scemed to value any 1ea;n1ng experience’

for the personal insights it gave her, and she
soaght out suach IfaIghtS. Her class ‘discissions

and personal conversations w1th me aliways
§@oye§7§730ung 1ady of thought, and I felt Her

searchIngs and findings were reflected in her
writings. She was a very open and w111'ng student .

QG ) ‘93
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Charlene--a young laiv of thnUth whe seenicd to value any learring experi-
ence. Charlene earned 2a / ;n Amer:-an Literature.

He: expérience ir British Litérauh&é, which she took as a senior; was
quite different. Each year--tor th> cwents--ne ysars Mr. Newton had been
teaching this courie-—hé reviews the format for /nswering the essay ques-
tions and asks the students if they understac!. They never ask any quas—
tions aud yet, judging from the weak essay responses; the students snould
have had questions. Twe year Charlene was enrolled in this course, M.
Newton decided to try something different. He assumed there were questions
but the students weren't asking them, so he passed out a guide .which includ-
ed his own written responsé to his own essay question: He took "an entire
class period” to go over the guide, and ~till thete was no improvement in
the ‘r essay responses. Mr. Newton does not believe he should have to teach
comp. ~on ip “ritish Literatur~. By the time théy come to his class, they
shou  slready know how to write. Mr: Newton axplained that he is often
called irto the office to meet with parents, angry ov-r the graces their
chiidren, in his O§in?~ earued:

Charlene; accordii. to he: standards; did not do well; she earnad a C.
Ms. Padgett warned Charlene ths: she would have to ﬁtegﬁtgitate;;tb get an
"A" in Mr. Newton's class. Crnsidering her grade-consciousness, however,
she probably would have done whatever was required (régurgitaribn of a
verbally; given her motivation, she probably would have earned an A in
British Literature. Mr. Newton had difficuity recalling her: "Charlene
doesn't stand out. Let's see. She wasn't an attractive girl as I recall:::
1 vaguely remember." '

more practicé in, as one consultant put it, "another institutional form,"
the research paper--just the opposite of what Charlene needed for her de=
velopment as a writer. In Composicion 3; Charlene did nof do much writing.:
The course, Ms. Thompson explained, "was more how to do research...footnotes

and bibliography and utlining.”" Just so Ms. Thompson 'could see how they
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write'” and that they could develop a thesE:, she asked her students to

choose an author, come up with a thesis statement...read either bibéfébﬁy or
autobiography and...books by the author...critical reviews:::and write a
paper based on the thesis statement." Ms. Thompson, according to her
account; has students formu' .ring thasis statements before they explore
ideas. Perhaps she allcwed rzformmui::ion after reading. Charlene did not
learn "the generation and uses of chaos’ ‘thoff, 1981) but rather how to
get a thesis statement: i
Ms. Thompson recails that Charlene had difficulty choosing an author
and "finally came up wtih Carson McCullzrs." During the first week of :he

course, Ms. Thompsca gives the students a long list of-American and British
authors from which to choose. Many students, Ms. Thompsco observec,
"werén't familiar with three people on the list--which is real.  .ririble.
You would think by rhe timé you're a senio- you :ould have at lesct heard of
Hawthorne."

Me. Thompson describes Charlene’s attitude toward w£+'.»; as “pretty
good": "She always asked me any time she had a qusstion or problem." Ms.
Thompson thought Charlene's thesis statement interesting because she be-
lieved Charlene could identify with loneliness: "This theme, whicn she
Carson McCullers wrote many books about, deals with the ideas of loneliness
and the seeking of links between lost human beings."

Ms. Thompson mbered that Charlene was "not real popular in terms of
the whole student @ " She wondered if the way Charlene felt about here
self carried over to her att--ude toward hersclf as weiter. Ctharlene's
negative attitude toward wri ‘ug could be att _ited.to an internal Factor—-
her weak self-concept. But t5 what extent was Charlene's self-concept, as a
pérson and a wricer, influenced by external fa:tors—-school curriculum and
teachers?

In Composition 3, the stude-:s slso write a few other papers "here and
there:" Charlene earned o "B," which, according .. Ms. Thompson; "is really
good in that class because that ‘s a pretty hard course:...It's more of an

advanced composition course.” It is interésting that Ms. Thompson views
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"footnotes, biblivgraphy and outlining" as advanc-d composition Still,
Crarlene did not advance in composition; she continuid to hold to her narrow
conception of the composing prccess.

Noting that Charlen- complained abou: .r:iing on assigned topics, Ms.
Thompson was reminded of what she perceives to be an Engllsh t :acher's

dilemma:

you want them to wrlte about and then.

if you say plck a topic,' they write

about what they did over th. summer and
then that Just pegpetuutes year after
year and that'c all they ever write about
themselves.

not know how to make approprlate assignments themselves: Perhaps uhéy he.e
not learned strategies for generating "topics."

Ms. Thompson described Charlene's tenth grade composicion teacher Ms .
Padgett as "axcellent...a very hard composition teacher.”" "Good students;"
she added, "learn a lot from her...Their writing impreves:" If a good
Student is someone v 0 earns good grades, then Charlene, who earaed mostly
A's and B's, qualifies. Or is 1 "good student" ia a composition class some-
one who already knows how to write but needs to learn to b “ﬁiék§" zbout
surface errors? Ms. rhonpqon notices a "b1g di.rerer:c" in che wr. ing of
those students who have had Ms. Padgett a¢ a teacher. . ihompson also
recognizes, however, that the students who work with this kind of teacher
have to be able to separate thcmselves from their erLah? and that "that's

~ard
hard for a lot of people to do. Probably students with aiready strong

self—concepts as writers~—already "good students" of composition--can detach
themselves from their writing. Charlene observed that Ms. Padgett "liked
good students:"” That's how Charlene arrived at the conclusion "Ms. Padgett
liked me when I had her for grammar but she didn't iike me when I had her

for corposition." Charlene was a "good studént" of grammar:
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"To some extent," observed one consultant, "Charlene was a vict' of
the éthéddling and cours« structure confusion which seems to characterize
her progression through high scho-: English classes." in high school,
Charlene had little ﬁriting practice. Writi:. was not taught across the
Ehgliéh curriculum an? certainly not taught across the school curricolum:
Instead, even after the switch from mini teo +emester courses, the English
curriculum was compartme.ntalized intc granmsr, literature; composition and
the reseéarch paper (undsr the name of compusition 3). Charlene ook two
courses in grammar, one nine-week coursz in composition; one course in the
research paper. and two covrses in litera..re: In one literat re course,
she seemed to develop thi. «ing/wricing skills, but in the oter course her
teacher believed she should already know how to write, th- omposition
should not be tauglic in literature. With her 1imited bac A in writing,
Charlene had difficulty composing essays in this litéerat: . class as a
senior. '

Charlene's brief experience in composition was negative. Charlene did
not learn composing (putting together) but{ rather, aé;Com§O§ing (tékiﬁé
apart), or what Anin Berthoff (1631) cails anticomposing. Her teacher's
approach was product-centered, with the teachér judging the finished pro-
ducts. Charlené must have had good ideas and plans to receive A's on her
jottin;¢ 2nd outlines--but no strategiecs, judging from the ¢'s on her pro~
duc..; for realizing her tex.s. Her revi~sions undoubtedly consisted of
corrécting teacher-marked surface errors. Agonizing over the "ideal text,"
or the text the teacher has ia nind; cz.:ed Charleme to become so angious
about writing that s.e would. "wait for ‘he last minute" to begin. "The
Celay that go3s with the dreaded task,” points out a consultant, 'is her
bigges- handicap. She leaves no time for reformulati .n and rewriting."

Ironically, Charlene's best writing teacher was har hoyfriend: When he
left for miiitary duty; he asked Charlene to write to him. She became very
anxiocs: He was a g.od writer ("real good E'ri'gli's’hf;) and liked "5 write:
She had obsérved him composing (he was probably the only person she observed
composing); compared to her, he wrote with ease. She was certain he didn't
make "illiterate" errors. Since he would be away for over i1 month, she

would have to write to him. Shé imagined him receiving her first letter:

Qo
~J
~d
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"He would sit down and go through it and find every error...and then say
something to me about it when he got back:" Hesitantly, she sent the first

letter out; "but he didn't do that;" he didn't read for error but For mran—

ing: She also found "he was writing tess formally," and he even used of
the "illiterate" words she remembered from her sophomore compos :rIon ss,
a word at would bring a paper down to a €. "I just got wmore comfort 'e

4s I went on writing him.'" Eventially, she even sent him poetry she h.
written during breaks trom her part-time work at Burger Chef. She coulc
trust her bcyfriend with her writing; he was not a judge/aavefsé}§‘§ Un _ ike
most artifical school writihg, writing had become purposeful convérsation/
communication.

Charlene failed Old Dominion University's Writing Sample Placement Test
and was placed in Gemeral Studies 050--Basic Writing. From the moment
Charlene learned she would have to take this test, she "dreaded it." She
would be asked to write an essay that depended upon genet-1l educational
background. Charlene thought to herself: "I can't do &+ - research.

They're going to teil me a subject I don't know anything about and I'm going
to be stuck:...l was scared."” Althorigh Char® -ue ranked in the top 42% of her
gréddétihg class, she assumed she was not knowledgeable. Actually, she had
no strategies for tapping her thwlédgé.

When Cherlene took the teést, she had a chojer. of writing on one of two
quest . ms. She looked at the questions and s . { don't know anything
about either topic," assumifig because she naa . & . thought aboat" a ques:--
tion before that she could not write about it now. She did not understand
one question--Should reporiers be reciired to divulge news sourcer? She
said she didn't know anytiing about "whather newsudver editors should in-
dulge a source." Shc chought about the other question--Should more ediica-
tional shows E - presented on commerical tclevision?-=and formed an opinion
but "couldn't find enough stuff to write 'cause it said it had to be 400 or
500 words:::2nd I just couldn't think of stuff to write." When she left the
test, she didn't care-="I just knew it was over witi.’ She told herself, "I
can't do nothing about it now! I'm either goin; o make it o- not." How-
éver, Charlene got "sicker as the day went along."  '"She thought ééput pass-
"

ing, not writing," observed oneé consultant.
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What emerges in this case is what a consultant termed "a basic pattsrn
of writing socialization." If sti’ents are fortunate enough to fit into the
system; then they probably can survive school &S @riters. 6thérwise; stu-
dents need sirong egos to "withstand thé onslaught.’' In the school system's
fragmented English curriculum, Charlene could avoid writing, and perhaps
learning, yet still achieve academic excellence. While academically suc-
cessful, she was not Successful as a writer. As one consultant put it, "She
did not do well in her writing, nor did she learn how to do better im her
writing. Naturally enough; she disliked writing:" Another consultant
elaborated: 'Charlene has failed to appropriate texts «nd the writing act
itself for herself. Clearly, cCharlene has found no way to succeed in school

writing because school writing was ownsd by the teachers, not by Charlenc."

Charlene sums up her case against the school system: "In high school, my
teachers would say you could do chis or that to improve ' t they never

really told you how you couid."

BELIEFS

,About self as writer

"I can't write."

About good writér§

Good writers writé with ease-
Good wr.rere o, nake é¢rrors.
Good wri.ers are '"real good" in English.

Good writers: kncw the way to write.

evaluation of writing

The evaluation of writing is also the evaluation of ciie writer-person.

Critical evaluation of writing is the responsibility of the teache-.



Ab~ut the nature of writing

Writing is a linear process:

Writing 18 ouvter-directed;

Belief about self 4s writer

"I v:a't write ™

Source

Charlene's teachers and her boyfriend (1 good writer) unconscicusly led
her to believ: that there is a way to write xnown by teach:rs and good
writers. Teacner response to her writing further led her ~¢ halieve that
she dic not know the way to write. And thus she concludéd, "I caa't write."

She was not led to believe otherwic..

Beliefs about good writeérs

Good writers :.& "real good" in English.
Good writers writé with ease.
Good writers do not make errors.

Good writers know the way to write.

o 80
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About rhe nature of writiag

"Writing ‘is puttinos LAgernr L amme v ond ideas .

"A paper must be =z . W,
parg

Wricing ability should . ¢ b A cervian time/age.

Writing is a linear proce: - .

Writing is outer-directed.

Belief about self as writer

"I can't write."
Source

Charlene's teachers and her boyfriend (a good writer) unconsciously led
her to believe that there is a way to write known by teachers und good
writers. Teacher response to her writing further led her to believe that
she did not know the way to write: And thus she concluded; "I can't write." .

She wae not led to believe otherwise;

Beliefs about good writérs

o ] : i a
Good writers are "real good" in English.
Good writers write with ease:
Good writers do not make errors:
Good writers know the way to write:
Ji 80



O

ERIC

Aruitoxt provided by Eic:

Soiurce

These beliefs about good wri*ers Charlene seems to have inferred par-
tially from observing her boyfriend's writing behavior. From iLhe data,
there i. nu evidence of Charlene having observed other good writers at work.
She might have reasoned:

Good writers are "real good'" in English.

My boy. . iend was "real good" in English.
(I was not "real good" in English.)

Therefore, my boyfriend is a good writer.
(1 am not a good writer.)

My boyfriend is a good writer.
He writes with ease.

He does not make errors.

He krows the way to write.

Good writers write =ith ease.
Good writers do not make errors.

Good writers know the way to write.

L do not write with ease.

1 make errors: ,

I do not know the way to write.

Charlene may also have inferred these beiiefs from her experience in various
English classes. The belief that good writars do not make errors, for ex—
ample, was probably formed from years of teacher avtention (most notably,
Ms. Padgerttc's) to surface errors. '

Belief: The evaluation of writing is also Lhe evaluation of the writer-
person.
Source
Charlene equatéd criticism ~f her writing with disiike: If you dislike
my writing, then you disiike me. Althouph according to Charlene; her nega-

tive experiencés with the evaluation of her writing date as far back as the

.seventh grade, she seems ~ perceive her tenth gradé teacher Ms. Padgett as

her :hief critic.



Charlene believed Ms. Padgett disliked her in composition clase which
Charlene took as a sophomore. She knew Ms. Padgett did not like sophomores

(in the same cla"’ -as junlors) and that she liked good students; so two

lines of reasoning were open to her:

Ms. Padget’ dislikes sophomorés

I was a sophomore when I took tofipositon with Ms. ?édgétt.

Therefore, Ms, Pédgett disiiked me.

Ms. Padgett 1Ikes good students

I was not a good student n Ms: Padgett § ¢ s.tion class

(vadence 7@3. Pauyett c;‘Lchzed my wrltlng, and I earped C's).

And Charlene might we) concluded==I1f I knew the way to write, I would

be a good student and . .dgett would like me.

Charlene feared that her boyfriend would dislike her writing (in
letters) and possibly think less of her as a person She was surprised when
he only ;2:d attention to her meaning; yet, she did no revise her belief
system. She merely compartmentalized the data from the episode: This
intense belief, based on years of evidence, would be d1ff1cu1t to change.

Perhaps also she believed a boyfrlend could prove an exception.

What is interesting i§ that t : following year--her junior year--
Charlene belleved Ms. Padget: liked her. She observed that in the hallways,
Ms. Padgett even said "hi" to her. Naturally. Charlene became coniused
because Ms. Padgett's behavior and seemingly new attitudé did not fit in
with Charlene's existing beliefs.

Charlene appears to have made sense out of the éonfusion by modifying
her old belief and ‘adding a new belief that would fit in. She rev1sed "™s.

Padgett dislikes me'" to Ms. Pédgétt disliked =e in comp031t10n class." Then

she appears to have reasoned:

ﬁé. éédgétt dislikes sophomores.
I am a junior.



Ms. Padgett likes good stivie.
[ am a good student of grar :
(Evidence: I earned A's smar : )
(I was not a good student or composrtxon )

fherotore, Ms. Padgett likes e in grammar ctass.

Charlene’s caution is interesting. Sie doesn't take the lea; o "is:
Padgett likes me" or reconsider that Ms: Padgetr;  oupk  riticized he-
writing, might have liked her:
" Belief: Crrtrcal evaluat1on of writing is the respon31b11Lty of the
teacher,
Source
Charlene's teachers were tue sole evaluators of her writing.  ‘There-
fore, Charlene assumed evaluation of writing was the responsibility of the

teacher.” She never learned to CritiCélly avaluate her own writing.

_Belief: '"Writing is putting together grummar and ideas."

Source

Charlene probably arrived at this belief from an outside source, pre-
sunably one Eng11sh teacncr ana rctnfoxced by other ‘nglish teachers. For
example; Ms. Ayers; her tenth grade grammar teacher,~ lieved studeénts- could-
improve the1r wr1t1ng abilities by studylng 'grammatic:’ structures' and
then writing "incorporating those structures.'" From prior experience (earn-
1ng A's in two grammar classes and 4 C in a compc51t10' c1ass) Charlene is

that ste "can't write" because she "doésn't know how to put the grammzr and
ieas "ogether to form é;..romﬁééltxon"‘ she doesn't know the way to

write.

Belief: "A paper must be a certain length."

produc1ng 'papers" for school. She believed she could talk better than she
could write. "When 1t comes to expressing my ideas on paper,i Charléne
explained; "I don't havé enough..l c¢am never think of enough stuff to

w-ice,"
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Belief: Writing ability should be acquired by a certain time/age;
éourcé
Mr. Jewton believed that composition should not have to be taught in a
senior literaturé class because students should already know how to write by
their senior year. Charlene might have reasoned:
Mr.iNEwton thinks I should know how (the way)
to write by now. »
I should know how to wr1te. )
Mr. Newion (judging from the ¢ grade) ‘thinks T~
can't write.
Belief: Writing is a linear process.

Source

It seems likely that Charlene ir“érred this belief from her experience
with what she refers to as sehaai wr :ing." From the data, we kinow that
two of her high school English teachr s held this belief. Ms. Padgett, her
tenth grade composlton and eleventh <rade grammar teacher, stated that she
believed the writing process was, " ortant." The meaning attached to her
belief that wr1t1ng is a process is :specially cruc1a1 here. For example,
when teacher-researcher Nancy Sommcxs (1980) makes thls br1ef statement, she
means that writing is a recursive ‘nom-linear) process. waever, given Ms.
Padgett s teaching behavxor, we can assume Ms. Padgett views wrltlng as a
lin- +r process. Her composlt1on scudents were asked to "process" a p1ece of
writ ing in two stages: (1) Jott1ngs and outline and (2) a final draft for
ev. .ation. Slnce she graded the jottings and outlines, she apparently par-
ce1ved this step or stage as f1Xed In Charlené's case, there wae always a
and on her products. Charlene was expected to know how to produce good pro-
ALets.  Ms. Padge !t repeatedly Jhdged Charlene's products as faulty, and the
two battled over corrections. Ms. Thompson; Charlene's - omposition (re-
search papér) téacher, clearly believed writing to be a thréé—étage (linear)
process: Step One~-Formilate a Eyesis; Stép Two--Make an outline; Step
Three--Write a paper based bﬁ the thesis and outline.
‘

ﬁeiiéf: Wr1t1ng is outnr—dlrectfd

<D
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Each -f the precading Eei%éfé.abcut Lhe nature of writing and the
belief th: .-itical evaluation of writing is the responsibility of the
teacher piéyed a role in the formation of this more general belief about the
nature of writing. Charlene believed there was a way to write kncwn bv her
teachérs and good writers. She tried to write that way: she tried to "put
together grammar and ideas;" she triea to produce papers of a certain
teacher-de81gnated 1ength, she trIed to wrlte, using her teachers steps;
she tried to corre-t her flawed products. When [school] writing, Charlene
concluded you have to write in English:" That writing could be inner~
directed outside school only became a p06§ibiiity o Charlene late in her
career when her boy Sriend gens laeily responded to her writing. Still, she

had yet to reach the t whre this fact had changed her be’ief system:



Four categories of beliefs emerged from the data: beliéfs about (1)
self as writer, (2) good writers/good writing, (3) evaluation of writirg,
and (4) the nature of writing. What follows is a combined listing of
beliefs from all three cases aéébtding to category. For case-specific
beliefs and an exploration of their sources, see Chapter &.

(1) Beliefs about self as writer

"I'm a fair writer:" (Tom)
"I can't write:" (Charilene)

(2) Beliefs about good writers

Good writers write with ease:

;G66& writers do not make errors.

Good writers know the way to write.

Good writers know what they want to say before théy write.
Good writers use "flowery" language:

(3) Beliefs about the evaluation of writing

Critical evaluation of writing is the responsibility of the teacher.
Evaluation of writing equals the evaluation of the writer-person.

(4) Beliefs about the nature of writing

Writing is a linear process.

Writing is learned frem instruction. (Teachers know the way to write:)
Writing involves directly transferring thoughts from.mind to paper:
Writing equals correctness.

Writing is "putting together grammar and ideas."

97




A paper must be a certain length.

Writing ability should be acquired by a certain time/age.

To the three writers in thlo sample; writing meant wrltlng correctly
for a teacher's steps and various other external constraints (time, length,
styta; form). 1In all cases, thé act of writing seemed to be an act separate
from thinking--predicated om students already knowing what they had to say;

to whom and whv ertlng seemed more a teacher-based mystery than a hlghly—

developed extension of human cognition.

Toplcs were teacher-designated. "'They express themselves better if
they have a sense of direction from the ceachefs" remarked one teacher.
Complained another; "Students don't want to write absut what you want them
to write about and then...if you say pick a topic, they write about what
they did over the summer and then that just perpetuates year éftériyear and
that's all they ever write about themselves."

Writing was always directed to the teacher. Jan even tried to figure
out how one of her teachers wrote. She never obscrved him writing or read
anythlng that he had written but she carefully observed the words and sen-
tences of hers that he crossed out. "This Would tell me how he writes," Jan
explained; "...it helped me get a better grade." The teachers of these
three student writers did not seem to want "the record of an idea develop-
1ng" (Shaughnessy; 1977). IhSteéd the writlng of these students was always
on dlsplay, they were conscantly called upon to perform, to go ﬁdbllc with
their writing: Students wrote prlmarlly to please the teacher and earn a
grade rather than to please themselves and to learn,

It's 1nterest1ng that although teachers expected wr1t1ng to be

publlc,' little attention appeared to be given to the role of critical
reading in the development of writing abilities. The students in this sam—-
pPle had tittle experience cr1t1cally readlng either their peers' wr1t1ng or
their own. They appeared to view critical readlng as the responsibility of
the teacher-critic and consequently; as writers, developed a dependéncy on
their teachers. Sometimes teachers requested that students have peers

"check over" their writing, Fresumably for surface errors, such as spelling
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and punctuation. One of Jan's teachers tried peer reading once but found
éf:udent's "just superficially criticized" writing. She explained, "In their

senior year, they hadn't been prepared to evaluate, and con51der1ng all I

their last two years of high school According to one teacher; "The re-
search paper was the big trauma." 1In all cases; the teachers led the stu-
dents through rhe research paper step by step, following a linear; building-
block model of composing. '"The paper was composed in stages, week by week.
Eor two wééks, the students Gafké& on developing thesis statements...Thin a

of the semester, explained one of Jan's teachers. She also added that "no

student could do poorly on it because it was so structured. . .any conscien—
tious student could make a B, if not an A." One of Charlene's teachers
admitted that her students did not do much writing in her advanced compos-
ition class: "The course was more how to do research...footnotes and
bibiiography and outlining."

In the Preface to ééartﬁlng,ertlhgi A Contextbook (1980), Ken

Macrorie cordemns the research paper as "an exercise in badly done bibliog-
raphy, often an introduction to the art of plagiarism, and a triumph of
meaninglessness——for both writer and readet"

The pr1nc1pal reason educatlon doesn't 'tak

better than it does is that it's a closed loop,

with the knowledge and experlence of experts on

one side and no way for it to flow into or over

.on. the other sxde, where 1n darkness-unartlculated

experience of students:. The d1sc1p11ne of real

learning consists of the self and the others

flowing into each other. (p. 13)

These students wrlters, espec1ally with regard to the research paper, were

wanted to say) before wr1t1ng. Often they "fished" for a thesis statement

that would meet with teacher approval. In some cases, their teachers even

gave them thesis statements. In all cases, writing appeared to be viewed as

mechanlstlc, associated with formulating and supportlng a thesis statement

rather than with maklng meanlng;
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From yeéfé of fafmuiating chesig statements and 6ﬁt1inihg EéfaEé
that meanlng does not change with wrltlng/thlnklng They m1ght also have
inferred that amb1gu1ty (riot Rnow1ng what you want to say) should be av01ded
and that prof1c1ent writers thini clearly from the start. Students in this
sample were never directed by their teachers to use writing to discover
meaning (what they wantzd to say); Lnstead they were continually directed
to use writing to communicate to some "educated other;" usually the teacher,

meanlng they had not yet dxscovered for themselves

Not 651y was the Eéﬁgé 6f writing iimited bu* aiéo thé Eréquéhcy.

Engllsh course. Tom and Charlene took only ohe comno,ltlon course.
Charlene's course lasted ten weeks and wh11e Tom's lasted one semester, the
time was devoted to the writing of one short research paper. While Jan's
senior English teacher complained that Jan had "a blg/problem,' Jan earned
an A one semester and a B another semester ander LhIs teacher because
"littie writing was required." -

Several teachers claimed to take an "integrated" approach to grammar
and writing. One of Charlene's grammar teachers had her students "incorp-
orate" grammatlcal strictires theéy had studied into their writing: Tom's

advariced comp031t10n teacher believed Tom would have been a better writer if
he had taken a usage course beforé taking a comp051t10n course:. If these
students need to improve their writing, their teachers often gave them more

skills work. Writing came to be associated with ékiiié and drills. The

’étﬁdéﬁté'EEEE”EB“BEIEEG&”wfitihgwébﬁid”ﬁé'iéitﬁéé 1n ‘part; through skills ~~ 777

activities and instriction, jus% as their teachers believed:

themselves. Why couldn't they directly transfer thelr thoughts from their
minds to their pépét%? Why did they change their m1nds in the middle of

writi ng’ Why couldn't they write like they assumed good writers (and thelr
teachers) wrote—-—with ease and without error’ Why hadn't they learned how
to write by the time they graduated from high school? Where had they failed
in their development as writers? And to what extent could the source of

their failure be traced to their teachers?
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This study revealed that students' beliefs about writing (which deter
mine their attitudes toward writing) are shaped, to a great extent, by their
teachers' beliefs aboit writing. Since the students in this sample were in-
experienced writers and never observed o'r'ner writers (or their teachers)
ertIng, they depended on 1earn1ng to write by instruction: ThIs dependency

writing, because their teachérs were guided by an oversimplified model of

the nriting process. Consequently, these students were guided (or mlsguld—
ed) by numerous miSCOnceptibnS aboit writing which contributed to the de-
velopment of negative attitudes toward writing and hindered their develop—

ment HS erters.

good wr1t1ng perhaps benefltea from the1r teachers' product-plcklng. less

1ca11y, failed to advance as writers.
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Chapter 6

IMPLICATIONS FOR TEACHING AND RESEARCH

Implications for Teaching

"Teaching composition as [an inner-directed)
process can put students in touch with their
own minds,rlt can give them back their
language" (Berthoff, 1981, p. 22).

Since attitude is iearnea and cﬁe (vritihg of so many students, espe=
play a key role in shaping student attitudes toward wrltlng, 1ndeed they
perhaps are the most powerful influence. Teachers need to become aware of
the role of the cognitive dimension of attitude (beliefs) in the development
of writing abilities. In ihe act of writing; most student writers experi-
ence some attitudinal interference which might be rediiced through effective
teacher intervention. Unfbtthnatél&; however;, students' misconceptions
about the nature of writing are often reinforced or created by teachers.

Ef fective teacher 1ntervent10n is dependent upon teacher attitude toward
wrltiﬁg; Teachers cannot intervene effectively if their teaéhing is guided
(or misguided) By their own misconceptions about the act of writing and an
oversimplified model of composing.

Teacher understandlng of the nature of wr1t1ng should be grounded both
in direct experierce and in research. Writing teachers should first of all
be writers: writing shoiild be active in their lives: And second; writing
teachers, like all teachers; should continue to he learners: they should be
informed by current réSéércﬁ Knydti wﬁo writes, for éxahﬁlé kﬁéhé first-

tivear, step—by step process but a recur31ve, to~and-fro process that grows

more iikeé "a seed than a line" (Somers, 198C, p. 386).
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iﬁ 5r3ér to become ﬁé;é Rnbwledgeable abbut thé nature of wiitiﬁg,
tions. They m1ght review their own writing histories to explore poss1ble
sources for their beliefs. Smith (1981), who discusses twenty-one miscon—
ceptions aboiit the act of writing, betieves recognition shbnld be enough to
affect classroom instruction: However, beliefs--especially ones that have
been held 1ntensely over a per10d of time--are not easily revised. There is
no magical "ah-ha" transformatlon from mlsconceptlon .ecogn1t10n to belief

revision. Belief revision is a gradual process which begins with dissonance

inner-dlrected nature of writing--does not guarantee, hoWéVér, that class-

room instruction will change and learners will benefit. Some teachers may
not kiow how to apply their new understanding in the classroom: probably
they teach as thcy were taught; perhaps they are unaware of the mismatch and
think théy are applylng their understanding but, in fact, are not or pos-—
sibly they believe that their own practicés would not be appropriate for

apprentice writers.

Teacher behavior can also give rise to mlsconcept1ons. For example,
while teachers might not equate wr1t1ng with correctness, if their only
response to student wr1t]ng is marking errors,; then they will send students
the wrong message,; focusing student attentlon on grammar and spelllng rather
than on meanlng. Teacher attentlon to "correctness" might also lead stu-

-dents to believe that proficient writérs, as well as their teachers, write
without error. As a result, students may raxl to ﬁeréere themselves as
writers because they do not erte "correctly.'

Teachers need to learn to critically observe and evaluate their own

teaching; RecOgnitibn and revision of their 5&& niééénéeptions aBOUt the

grow; to refine their teaching" (Allen, 1980, p. 99). Teachers who come to

understand writing as a complex, togn1t1ve, 1nner—d1rected procets need to

Y
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re-define their roles as teachers, re-view students as writers, and re-
create c.assroom environments for learning.

Teachérs need to establish a collaborative rather than adversarial re-
lationship with studeits. Instead of viewing themselves as examiners of
studénts' written products; teachers should view themselves as writing con-
sultants whose role is to respond to student writing in process: "Evalu-
ation, then; is the uatural conclusion of the process of response and nego-
tlatibﬁ* carvied through successive drafts...By negotlatlng those changes
rather than dlctatlng them; the teacher returns control of the wrltlng to

the student" (Brannon and Knoblauch, 1982, p. 166) .

Teachers often view themselves as "the authorities; irtellectually
maturer; rhetorically more experienced, technically mor¢ expert than their
apprentice writers" (Brannon and Knoblauch, 1982 p. 158) and feel free to
"correct" any deviations from the ideal text (the teachar's conception of
what the text ought to look like). Consequently, many student writers never
experience the feeling of success in school—Spbnébréd writing. They either
repeatedly fail to please the téacher (to discover what the teacher wanted
and earn good grades) or even if they win teacher approval; they often fail
to please themselves. One student in this study concluded that she could
not write. According to Smith (1981),;. "there is only one difference between
writers and people who do not write--writers wrlte (p. 794) In order for
students to perceive themselves as writers, tcachers néed to pércélve stQ;
dents as writers, to respect students as authors.

The teacher should not be the sole reader of student writing. "Espe-
cially when writing is being learned, there is great. need for and advantage
in people worklng together...The ab111ty to write alone comes w1th experi-

ence, and is not always easy or ﬁé&ééﬁéfy" (Smlth 1981, P- 796) As stu-

texts of other student +riters in the classroom, they will eventually inter—
nzlize criteria for effective writing and become more independent readers

and writers.
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Applebee (1981); in a report of writing in secondary schools, recom
mends that teachers 1ncréé§é the frequency of writing as weil as the range
of p0531b111t1es for ﬁéiﬁé writing in less art1f1c1al ways; as "a tool for
learnlng rather than as a means to dlsplay acquired knowledge" (p 101).

Teachers need to improve the frequency of wrltlng, not by a551gn1ng more

papers but by ;équlrlng mu1t1p1e drafts; more emphaSIs should be placed on

féViSibn. As Moffet (1968) would argue, the re;atlonshlp between writing
and thinkizg grows rathér than develops lineartly.

The classroom "enviromment...can modify in that it can help or
hinder..." (Montessori, 1964; p. 105). Writing teachers can use their know-
ledge and experlence-thelr expertlse—-to help learners become guided by

beliefs about writing which will help them to develop as writers. They can

create an environment in which wr1t1ng is shared as well as evaluated and in

which students actually want to send messages in hopes of a génuine

response.

One student writer in this sample tentatively formed boiiefs that couid
have enabled him to develop as a writer; (1) wrltlng is 2 way of learnlng
and (2) you learn to write by writing. However; since his teachers did not
reinforce these bellefs, they were not intensely held and theréfore did not
enhance his development as a writer.

Teachers who adhere to the transmission concept of education view
iearning as the acquisition of what is already known and act as agents
through which knowledge and skills are d1rect1y transmltted to the student ,

a pa531ve receptor. Teachlng writing from thxs view of learnlng is

slmply a matter of assigning topICS and

correcting the resulting work: But the fact is

that teaching composition by arbItrarlly settlng

tOplCS and then concentratlng on the mechanics

of expression and the conventions governing

correct usage does not guarantee that students
will tearn to erte competently, and it certainly

does not encourage the - discovery of language

either as-an instrument of knowing or as our

chief means of shaping and communicating ideéas

and experience. (Berthoff, 1981, p. 9).
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The problem is that while their wrltten products may eventually become less
flawed, students will not learn to use writing as a process of coming-to-
know or as a means of shaping experience.

The transmission view of teaching and learning tv write does not en-
courage students to discover for themselves; instead passive learning is en-
courégéd-—tné iearner ié 1eft bnt of 1éa;aiﬁg énd the Writer out of writing.

We need a larger revolutlon regarding the nature of wr1t1ng and 1earn1ng and
self in the schools:
Implications for Further Research

More research studies which foéné on the QEEiEddinai dimension of writ-

This study prov1des a basls for the development of hypotheses and the begin-
ning of a formal theory of the development of attitude toward writing: The
size of the sample of éollege freshman writers from the same research pop-
ulation could be enlarged to include a greater crange of negative attitudes
toward wr1t1ng; writing ab111t1es; and prior writing experience. A similar
study chould be conducted with college freshman writers who are enrolied in
freshman composition instead of basic writing.

Comparatlve studies could also be conducted, for example, regarding the
effect of placement (in basic writing or freshman compoqltlon) on attitude
toward writing of college freshman writers of varied abilities and back—
grounds. At titudes toward writing of inexperienced and éxpériéhted colliege
writers (perhaps freshmen and juniors) could also be compared, as well as
the attitudes of various cultural groups.

Case histories of student writers with positive attitudes toward writ-

ing should be conducted: Do students with positive attitudes, especially
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inexperienced wr1ters, necessar11y have a realistic understandlng of the
nature of compoging? Why are séme student wr1ters able to develop their
writing abilities in spite of poor instruction?

Some questions could serve as Lhe basis of corrélation studies: How

does personallty, partlcularly sel‘—concept, affect the formatlon of atti-

Ing and syntactlc fluency, syntactic maturity and conceptual matur1ty7 What

is the relationship of attitude toward wr1t1ng and attitude toward read-

ing?

Now that there is methoaologlcal and theoreticatl framework ‘for a case
hi@tory approach which combines both attitude and composing theory; case
studies which reveal current composing processes of writers could be added
to case histories. Longitudinal studies could be conducted of student
‘writers in the process of forming attitudes toward writing:

Mlcro—enthnographlc studies which focus on the development of attitude
toward writing in varicus classrooms could be conducted. The role of peers
as well as the role of teachérs in attitude formation could be considered.
Macro-ethnographic studies, which would include the larger school picture
and family backgrounds, could also be conducted:

Based on the f1nd1ngs of th1q study, perhaps the most prom181ng area of

lnvestlgatlon is teacher attltude toward wr1t1ng. The wr1t1ng histories of

'wr1t1ng, could be explored. Stud1es which relate a teacher s formal train-
ing to approaches in teach1ng compos1*10n and to attitude toward writing
could be conducted. Several related questions might be pursued: In what
ways does a teacher's model of learning--or lack of one—-affect the develop-
ment of student attitude toward writing and learning? How does teacher's
cultcral and educational background affect the attitude of a student with a
different hackgroﬁhd? What role does a teac&gﬁ $ empathy capab111ty play in

the formation of student attitude toward writing?
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APPENDIX A:. Writing Sample Placemant Test, Old Dominion University

FACTS ABOUT THE WRITING SAMPLE PLACEMENT TEST

CUNIVERSITY POLICY! "Each student (with or without transfer credit for Ffresh=""""

man composition) wrll be responsible for taking the Writing Sample Placement

Test and, if necessary, for following a program that will upgrade writing
skills.

PﬁRPGSE:V The Writing Sample Placement Test evaluates the wrltlng skills of
all Incomxng students. Students without credit for freshman conposxtxon are

evaluated to determine whether they should be placed in English 110 (fresh-

man composition); General Studies 050 (Basic Writing); or ESL (English for

non-native speakers of English).

Students with credit for freshman comp081t10n are evaluated to deter-

mine whether their writing skllls show weaknesses that would affect their

performance on the Exit Examination of Writing Prof1c1ency (a .graduation re-

quirement for students graduating under the 1979-80, or subsequent;

catalog).

DESCRIPTION: The Writing Sample Placement Test is a 90-minute essay test:

‘A student is expected to write a 500/500-word exp051tory essay responding to

one of two "should;" "would," or "could" questions derived from three topic

areas: Basic Human R1ghts, Commercial Television; and Environmental Regu—

lation: The essay shoild have an introdiction that contains a thesis state-

ment; a bodz of paragraphs supportlng the thesis statement; and a
conclusgion:

TESTING SESSIONS: tudents who attend the University's summer Preview ses-
sions will take the test then. Students who do not attend Preview should

contact the Office of Academic Counseling and Testing, (804) 440-3697, Room

200, Old Admlnlstratlon Building, to register for one of the regular testing

sessions given dur1ng the academic year.

RESUEIS Students w1thout cred1t for freshman composition will be placed in

one of the following: Engllsh 110 -~ for students whose wr1t1ng 1nd1cates a
readlngssﬁforifreshman composition; General Studies 050 - for students whose

Wr1t1ng indicates weaknesses that _would hinder their progress in freshman

compos1tlon, or ESL - for non-nat ive speakers of English whose ertlng indi-

cates that they are not ready for English 110 or General Studies 050

Students w1th credit for freshman composltlon will receive a letter

1nd1cat1ng that the1r writing skills correspond to one_of the followxng lev—

els: level 1 - writing skills are superior to those of the average freshman

student enterIng Engllsh 110, level 2 - wr1t1ng skills are equ1va1ent to

those of the average freshman student entering English 110, level 3 - writ-

ing skills are weaker than those of the average freshman student enterlng
Engllsh 110, or level 4 - writing Skllls are equivalent to those of a stu-

dent enter1ng Generl Studies 050. For both levels 3 and 4, the specific

areas of weakness will be indicated:;
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NOTIFICATION OF RESULTS: The results of wrltlng samples t aken durlng summer
?;gyleq sessions are available from the Préview counselors. However, Pre-

view students who have transfer credit for freshman composition will receive
their results by mail.

All students who take the wrltlng sample durlng the academlc year (at a

regular testing session) will receive their results by mail.

RETESTING: There is & ten—week waltlng perlod before a student may retake
the Writing Sample Placemént Test.
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INSTRUCTIONS FOR THE WRITING SAMPLE PLACEMENT TEST

_ . _Earlier you were notified that you would be réquired to write an essay
‘of 400-500 words (about four pages) on.a "should" or "would" or "coulid"

question derived from the following three topics: 1) Basic Human Rights, 2)

Television, and 3) Education.  You were told to expect two questins derived

from the three topics, from which you would have to séléct one for your
essay. The two questions follow; select one for your essay:

1.

2.
You may; of course; respond affimmatively or negatively to the question you
choose, You should state your own thesis or controlling idea and develop it
with reasons; explanations, illustrations, etc. The concern is not with how
much you know about the question but with how well you state, develop, and

explain what you do know.
Your Response (in essay form) should have

-has an Introductory senténcé or two placing your topic in an

overall context.

~has a thesis statement with which a reader may agree or disagree.
-has a statement indicating how you intend to develop your topic:
a body which

-develops your topic logically and coherently, with a balance of
generadlizations and relevant and specific details.

a conclusion which

-restates your thesis and gives the reader the feeling that your
discussion is complete.
YOU WILL BE ALLOWED 90 MINUTES FOR THE WRITING SAMPLE:
____ The essay you write will be graded; and you will be informed of the re-
sults: Your performance on the essay will be used to determine whether or

not you are ready to register for English 110, or the level of your writing
skills if you already have credit for English 110 The students ready for

English 110 are those whose writing is relatively free of mistakes in sen-
tence structure, usage, spelling, punctuation, capitalization, and serious

problems in organization. Thé students who need to enroll in General Stud-

ies 050 are primarily thosé whose writing shows deficiencies in grammar,
sentence structure, mechanics, usage, and/or serious problems in expressive-

ness and in the rudiments of expository writing:
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EVALUATION CRITERIA

- e LACKS iﬁ‘turnoauctxou (32)

1T LACKS A CLEAR-THESIS STATEMENT - (328)
L—_LACKS A_PLAN_FOR_INTENDED._ nevekg;nsnr (321)
1___— CONTAINS EXTRANEOUS MATERIAL

2. Bony

11— _LACKS COHERENCE WITHIN PARAGRAP?
I LACKS. COHERENCE WITHIN ESSAY 32
11— LACKS UNITY WITHIN EABAGR?;E
L LACKS UNITY WITHIN ESSAY

1o —_LACKS EFFECTIVE PARAGRAPHING

3. fontrusion

2 ___LACKS A CONCLUSION (32)

1——FAILS TO RESTATE T?ii'? STATEMENT (32g)
1_ " FAILS YO CONCLUDE

1 CONTAINS EXTRANEOUS MATERIAL (328)

B. DEVELOPMEYT o
2____.FAILS TO EXPLAIN_IDEAS PRESENTED (31c.d)
§——LACKS SPECIFIC DETAILS (31c.d

FllLs TO- LOGICALLY. PRESENT - lDEAS (31c;d; 23a-d)
1___LACKS TRANSITIONS WITHIN_ PARAGRAPH (3ib)
5 FAILS TO ADDRESS THESIS (32a)
S———__LACKS

SUBSTANCE __(32) __
40_____ESSAY |

_(31b)
d.s)
(31.)
d,e)- -
(323)

TO WRITE_ oM. ISSIGNED IDPIC
S TOO SHORT (300 words or less)
(ovcr 6CO0 words)

ToraL

IS LONG

T——_STYLE SHIFT_

. 127 c) -

——POINT OF VIEW SHIFT (27d)
B WORD. CHOICE

CLICHES - {(20c) -
‘HORD]NESS/REDONDINCY (le-c)
——VAGUENESS _(20a)

e CONNQTATION/ DENOTATION ERRORS (20. b)

—aOMITTED-WORDS.

A.
_____Hlsusin SE"TENCE FR]GHENTS
=——QRUN-ON SENTENCES (3)

@

COMMA_SPLICES (3)

(22)
”7_____KONSTllﬂiﬂﬁflNIPPROPRIATE WORD USAGE (19b-e)

our-os-conTROLIUNCLEAR srnuc1unes :

3a,b; 2

25, 26)

—___MISPLACED ADJECTIVAL punAses "(25a.)"
B,

50 poin:n
per c--ly

———_TOO MANY SHORT SENTEMCES (2%a.b; 29; 30)
EICRS SENTENCE VIRIETY (26. b; 29 30)

p——

SPELLING. ERRORS . (184, c.a)
YM _ERRDRS (18b: 191)
SPLIT-HORD ERRORS (iaf)

¥ TotaL ¥ oF
SPELLING ERRORS

B.
~—VERB FORMS Ia 7.-3) R
___;_!QQN,FOREs, 1bic: 15a;: 18e)

——SUBJECT-VERB AGREEMENT (6a)

—___ADJECTIVE/ADVERB FORMS (4)
———PRONOUN 'CASE _AGREEMENT - (S)- -
———PRONOUN ANTECEDENT _AGREEMENT (sb)
_——_UNCLEAR PRONOUN REFERENCE (28) .
CAPITALIZATION (9) ' ;
c. ’

BUNCTUATION

END MARKS _(17a-¢)

, ComMAs  (12; 13) .

\\\\\.____ALL otuens (147 15; 16; 17d-h)
STUDENT’S LAST m‘\ng¥
LAST 4 DIGITS OF SSN-

PLACEMENT - CIRCLE ONE
050 110 &st

N 106
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PLACEMENT
There are many possible combination of error counts in the four eval-

uated dxmensioqs, and there 1s no. absolute fotmula for decIdIng whether a

student places in Englxsh 116 (Freshman Composltlon)

3 in IIT and over 15 in iV)—-are placed in General Studies 050 the dévelop4

mental writing course taught at the Writing Center. The student who places

in Engiish 110 typically has low error counts in all four dimensions. How-

ever, a student with an error count of 15-20 concentrated iIn one or two of

the items in D1mensxon 1V €and -a very low or no error counts in Dimension I,

i1, and I11) could fall into a borderline category: In those cases, place-

ment is determined by the level of maturity and control that theé student has
achieved as a writer--matters revealed by choices of vocabulary and syntax.
Although theése matters are not quantified on the evaluation grid, the exam-
ination readers are or1ented to make placement Judgements on the basis of
the non-quantifiable criteria: These “include; but are not 1limited to, syn-
tactic complexity and variation, specific, rather than vague, terms of ref-
; erence and sophisticated word usage: All readers are encouraged to ask for

a second readxng whenever they have any doubts about placement.

Writing sample placement test scores
- for the three case study participants.

St udent D1 D LI D III D IV
o Jan 9 15 11 9

Tom 9 8 8 '8

Fharlene B 1 8 0 15
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Name: Jan Writing Sample
Plarement Test
0ld Dominion University
WOULD TV SHOWS WiTHOUT SET AND VIOLENCE
ATTRACT AS MANY VIEWERS?
Television shows of family and adult screening will not attract viewers
if the shows were without sex and violence. With their humerous jokes and

abuslve language, television shows ba81ca11y would not be the g ame, both in

content and plot, without the use of sexual actions and violence:

"Saturday N1ght Live," a favorite comedy among the young adult age
group w1de1y contains both sex and violence in their show. Since the show
is on prime time, the extent of these actions may go abroad. Of the -
majority time of the show; either sex or violence, or both at the same time,
occurs. If the communications committee of congress bans all sexual actions
and abusive violence on television shows, viewers will stop watchlng "Satur-
day nght Live" for the show hasn't any scr1pt to act upon unless the
writers change their idea of the show, bit to what? What aétibna, other
than sex and v1olence, has more excitement and contentment in the drama of
the show? These ¢ nversions will have to be changéd in all types of" show—

-ing, from childrens' cartoons to aduits' comedy shows.

Another show that will automatlcally fail in the television world would
be all soap operas: These shows are all built around the uses of sex and

“v1olence. A ‘man will kill another man for the love of his wife. This is

vision. Changes will again take place in this type of telev1slon show.

Children's cartoons have more of the use of violence than sex: ‘Yet ,
parents still let their children view them. For instance; the cartoon, '"The
Road Runner/Bugs Bunny Sﬁbb," mainly consists ofvv1oience. Eitner the

coyote desperately trylng to kill and eat the roadrunner or Elmer Fudd, is

attempting to kill the rabbit during hunting season, all events consists of



one show

violence. During one show of the ""Road Runner Show," the coyote defles a11

natural laws of 1nJury and death. It may be kill at least twenty times in

Chxldren viewers laugh and Jcke at_these violent actions not knowlng that

some may use these tactice in later life as criminals: Very little sex
appears in cartoons except for a few occssicnil instances. Throughout one
cartoon, Pepe La Pet, a skunk, chases a cat through the meadows of France.
Hearts circulate Pepe's head and & heart pounds in and out of his chest as
he nears the confused and tormented cat. thé'Sna sex are the main plot for
this children's cartoon. Again, if changes must occur, chlldren will prob-
ably continiie to watch these cartoons: Early in the motnings, espec1a11y

vision of the1r parents. The children are limited with their activities.

If the cartoons become nonsexual and non-v1olence, they may contlnue to
watch it without any dismay or go into the playrooms and play Barbie and Ken
or play army, in which the activities display sex and violence. According
to a Psychology instructor at ”4,,m4444gw_,uigh School, children Baaitaiiy

don't care what tnéy Qétcn; they just want somethlng slmple and unsophisti-

cated: Children may be the only age group that won't stop watching tele-
vision if the television shows were without sex and violence. :

News on television basically envolves on violence in the worid and
special editions. People, at all ages, need to come familiar about the
world and its problems. Many involves violence and the destruction it
creates. Take for instance the riots now being held in England Pébpie5 in
all nations, should know the cause and effect of the riots in England: If

the news network didn't reveal these riots on televxslon, people may visit

hlverpooi as a tourist. It would be a big dlsapp01ntment to them espec1ally
if théy were killed. Even though violence isn't very helpful in our
soc1ety, the people definitely need to know the violence in the areas and
its c1rcumstances. If the television news network cut off all violence-
related évents, thé show may only last ten to fifteen minutes. Violence
should be known to the public but not to the extreme of the variety shows,
in which they overact violence. Though this paragraph is a contrast of all
the other paragraphs, news network télls the complete truth of violence in
the world. It is essential and all uniform tc inform the public about all

types of violence that occurréd that recent day.
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Since I reviewed all the angles of television shows; children shows,
young adult shows, adult. shows3 -and-- news; I reveal ‘and concluded that tele-

vision shows without sex and violence would not attract as many viewers as

the shows w1th sex and violence. Again and agatn, the questIon arISes, ‘what

satisfied with the show he's watchlng?

Name: Tom Writing Sample

Placement Test
Old Dominion University

SHOULD MORE EDUCATIONAL SHUWS BE PRESENTED
ON COMMERCIAL TvV?
There should be more educational shows presented on commercial tele-
vision for the reason of extended learnlng of our nation's population. Many
people watch television everyday and learn many ideas. In this paper, 1

will diééﬁés reasons and facts why these ideas should come frgm an educa-

cation with the world outside their home. Children too young for schootl
watch television a large amount of their time. Children tend to copy many
thiﬁgs?théy see EEEB&QB the &ay’ Increasxng the number of educatlonal pro-
ities rather than the uniawful, harmful activities that occur on most of our
commerical television today.

Uneducational programs on today's commercial t€Pevison is corrupting
many inaiViduél'E minds. The mid-~day soap operas, that many people watch
&iiigéntly, force the ideas of murder, sex, cheating; etc: into our minds
constantly. Shows of this sort do nothing to increase the value of educa-
tion in our society. Home Box office has made it possibte for many young
adults under the ages of e:ghteen years of age, to watch restricted movies
frequently. These such movies 1lso stress the xdeas of sex and violence. I

~personally feel that shows of this kind are poorly choSén'for our -

society.
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National Geographic wildlife shows, news documentarles, Sesame Street
just namlng a few of the educational programs on telev131on, should be in-
creased greatly. Cultural shows should be planned spec1flcally for each

area in which you live. Series that will educate in your own life style, in

Sesame Street; a children's educational program haéﬁmany thiﬁgé to
offer to the younger generation. This show provides spelling lessons, read-
ing lessons, pronunciation lessons, and ways of figuring everyday problems

in their life. News programs can prov1de us with forelgn affaxrs events,

5

along with nation events also. :

violence on its openlng. Schools here in Norfolk were plagued with rlocs

that normally did not occur, : ' K

- With the growing amount of corruption and Vibieﬁéé in our world today,

" we ghould be very careful of what is entering our minds and our children \
from the programs we watch on television. Many of the ideas we receive from
oir TV stays in our minds and subconscious more than ﬁe realize. It is a
kuown fact that our minds is in a trans as we watch a program, thus meaning
we are more able to be reduced by the ideas given to us.

I conclude thét there should be more educational programs on televi-

sion: The reason for my oplnlon is that our country is falllng apart; due
%

)

to violence, and television is just making it worse.

Name: Charlene Wrchng Sample e
Placement Test
Gid Dominion Unlver31ty
5

SHOULD MORE EDUCATIONAL SHOWS BE PRESENTED

ON COMMERCIAL TV? s

Television has many different types of shows; ;Eiéﬁ can be seen almost
twenty—four hours a day, seven days a week. A pérson averages at least

>
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about six to eight hours a day watching these shows. I feel that there
should be more educational shows presented on commerical television for the

bébﬁie to ﬁétéﬁ* I w111 show why I feel that more edicational shows be

A dlséaVEHiiée, of not showing & program that woild be educational to
very many people, would be if educational programs are not shown then some
other kind of program would be: The type of‘prdgram that would be shosm
woul d probably consist of violence, use of profanxty, and ideas of sexu:al
behav1or. V1olenre, profanity, and ideas of sexual behavior is what is
shown on television today for many young children to watch: If educational
programs replaced these types of shows then the children would benefit in-
stead of being taught violence, profanity, and ideas of sexual behavior.

The way uneducat1onal programs affect ﬁébple is another dlsadvantage of -
not show1ng educatlonal programs. The violence, profan1ty and ideas of sex~
uaI behavior, that the children, teenagers, and adults see on television the
six to eight hours a day they watches it, has an.affect on them. The Chlld;
ren see someone murdering someone, someone using profanity, or two ummarried
people having sexual intercourse and they think there is nothing wrong with

it. Teenagers see the same thing and they feel the same way to an extent.

The use of profanity, alcohol and drugs, and the sexuallty they see on tele-
vision affects them. The adults are affect by television also. The adults
are affect by the use of alcohol and sexuality on television mostly. There
are not only-dlsadvantages to not showing educational programs but there is
also some advantages to showing it.

An éd&antage to showing more éducatidnai éhbws on celéVisiBﬁ ié that

For children and teenagers it should be shows deallng with subJects taught
in school and other types of educational shows also. The programs mlght
help the chIId or teenager watchlng the program to understand something they
were taught in school better; For the adulta it could be shows aeallng with
sports; or anythlng where they could learn something useful This would
save money because the adult could fix something that is broken down them-

selves instead of take it to the repair shop or the adult could fix a deli-

cious dinner instead of going out to eat.
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Money can Bé saVéa in hakihg the 5;agiaas éisc; This is anochér éAvani

i8 moré money saved. It just does not usually rake as much mofiey to make an
educational program as it does a program of v1olence, profanity, or sex—
uality: |

A final advantage is that people would stop watching television &s much
as they watch it now. People would not want to watch alot of educational
programs as much as the types of programs on television now. This would bé
an advantage if the people would spend the time that they are not watching

televxsxon w1th their famlly or doxng somethxng constructive. The time

learn something.

I feel that more educational programs should be shown on commercial
television. This would make this nation a better educated, and 1éss violent
nation. It would make Americans better educated, less violent and maybe

éven closer and friendlier wich their fanily and fellow Americans.

[
o
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APPENDIX B.

Inestigator:
Jan:
Investigator:

Jan:

lnveStigatori
Jan:
Investigator:

Jan:

Investigator:
Jan:

Investigator:

Jan:

Investigator:

.lan:

Examples of Transcripts of Interviews

INTERVIEW WITH JAN

Jan, you wrote that you're an average writer.

What did you mean?

since--

When does that division begin? Doeés it go back

to elementary school?

It starts in junior high.

So that' p why you say you're an average wrlter,

because you were in average Engllsh?

Well, yeah - and I ctompare me to other wrl'ers,

‘1 mean in my school and everythlng. I feel my

work is not bad, but it's not the best.

:You also wrote that there Seems8 to be a mental

barrxer’ between thoughts in your head and plac1ng

your thoughts on paper. What did you mean?

I felt that I had so much knowledge up there, but

}tﬁgeems when I write it just doesn't; you know,

come out. Somethlng-—a barrler is there, and I
can't put it on paper. You kiiow, sométhing's stuck.

It got stuck up there, and I write something

different.
From what you really mean? Frustrating.
Yeah!

Do you block sometimes? Actually block==you can't
even make an attempt to --
Yeah, sometimes. lf I, like, if l donrt know the

tion mark there. lee when I'm trylng to write a
paper and thinking of ideas,; I Just Jot all these
ideas down and just pick the b<st one. You know:

So when you get stuck, you will leave a space and go
on, and then come back?

Yeah.
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Investigator:
Jan:
Investigator:
Jan:
Investigator:
Jan:
Investigator:

Jan:

Investigator:
Jan:
Jan:
Investigator:

Jan:

Tnvestigator:

Jan:
Investigator:

jan:

it's usuaiiy a WOrd; not a whoie --

Yeah:

Do you think that all writers block sometimes?

Yeah.

You enjoy writing to a certain point, is that right?
Yéah.

Where do you draw the line?

Well, I don't ‘mind writing, you know. It's just

like when teachers make you write the next day == you

know there's a pressure onm you and you have to Slt

down and do it, iﬁggn t do that I have to take it
step by step: I just can't write a paper and then
edit and then I'm finished: You know it takes

time; and I don't like that.

So you enjoy writing more wher you have time?
Yeah, I like writing~~except for when I get stuck.
Do you write letters?

Yeah:

Often; yeah. I wr1te to my grandparents a lot,

because they re in Ohio and Florida and you Just

don ; pxck up the telephone and call them. It's

easier using an $.18 stamp.
I bet they really enjoy hearing from yon.

Yeah. And they always say that I write nice letters
and stuff.

You don't really avoid writing. You seem fairly

confident. Do you fear writing?

Wéiiiii_gon t mind writing, except ~ the only time

I fear wrltxng is when I get the paper back and I see
those red marks.
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Investigator:

Jan:

invéétigatort
Jan:
invéétigatort
Jan:
Investigator:

Jan:

invéétigator:

jén:

Investigator:
ol
Jan:

Investigator:

Jén:

And so it makes you afraid the next time?

Yeah. I learn from my mistakes and everything, but

I always feel that; you know, if I start--when I see

all those red marks; I try not to do the same thlngs
over again, but the red marka make me feel you know,
depressed. I feel 1like I can't do anythxng right.

So that 8 what makes you nervous, when you have to

hand in something?
Yeah.

You don t really fear evaluation, but you're ‘some-

what aﬁkxous. You know that there will be red marks,

and that's generally been your experience?

Yeah.

Can you recall some of your exper:ences-—tlmes when

you got papers back with red marks? Can you go back?

In my advanced compos1t1on class, tte only thing I

had trouble with was unnecessary words. And you
know; he just marked it all out--and somet imes I had

paragraphs~~you know; that's the only reason I didn't

have organization: Grganxzatxon and uunecessary

wordings were my main problem.

D1d you every fee1 reaily bad when you got a paper

back? That you had wroked on --

Yeah, 1' d vork on it for like a week and a half in

class and out of class and you_ feel pretty confldent

and then when you get it back the next day and you

see all those red marks you feel like it's just a big

waste of tiae.
Mosc of your teachers used red marks, then?
Yeah .

You noted that _you enjoy writing but also noted
writing isn't a lot of fun, There seems to be a

contradiction there. This is on the anxiety survey.

Is it the degree again?

Yeah. I enjoy writing;, but you know it's no fun

seeing those red marks.
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Investigator:

Jan:

Investigator:

Jan:
Investigator:
Jan:
Investigator:

Jan:

Investigator:

Jan:

Investigator:

Jan:

Do you like discussing your writing with others
very much?

Yesh, well that's what we did in the advanced
composition class. - We discussed--we talked “about
our ideas; and then other people in one group, you

kncw, said what it could be about and gave us ideas.
Were they hard on you?

Somet imes, but itfhéipédrmé a lot. You know, to
think clear thoughts.

Iz's falrly easy to wrlte, except somet imes when you
block. Do you think you write as well as other
people?

Yeah — average.

You noted you used writing to help you study and
learn new subjects. Would you explain that?

This past history test, we had—it's called the
common denom1nators——when you get about four or five

people—people's names or places--or ideas——and then
you had to write what they were related to: Well, I

wrote down all the you know the main heading; and
then the people under it; all the ptaces; and you

know; names and stuff like that. And thggihelped me

a lot. And you get other important definitions. I
write that down.

It helps you remember better?
Yeah. Writing it down writes it up here. So it
helps me writing. I just can't sit down and look up

the word and read it. It helps a tittle bit, but not

as mich--It makes you pay more attention——

Do you think studénts who write well get better
grades?

Yeah. It invoives a iot of subjects. Engiiéh;

history, ynu know, foreign languages. Almost every

. subject involves some writing. You have to have

gsome knowledge, you know; of that subject to put
down on paper for organization and everything.
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Investigator:

jan:

Investigator:

Jan:

Investigator:

Jan:

Investigator:

Jan:

Investigator:

Jan:

Investigator:

Jan:

Investigator:

Jan:

Investigator:

Jan:

Two peopie can know the materlal well but the one

who writes better, you think, would probably get a
better grade? )

Yeah.

You wrote that you felt uneasy when we first tatked

because the student doesn't usually have a "personal

agreement" with his/her instructor. Would you

elaborate, dipping into your past relationships with
teachers, partlcularly English teachers? You never

had a trusting relationship in-a classroom?’

No. Like my last. Engllsh teacher--she told me flat

out that I couldn't write--that I wasn't a very gbod

writer and she goes; 'l know other people have said

that." And I said; '"No, rhey haven' t--they thought

my writing was aveEééé and everything." 4nd she

said; "Well, you have to improver your writing." You
know, she wéé frank to me. I never had that:

Frankness--but to say you're noc*a good writer?

Yeah. That really gave me a blg comptex. That was

when we were writing a research paper —- .

TH&; wasn't Advanced Composition though. That was in

the\bther ciass?
\

In English class, yeah.

- .
With Ms. Webster?

A\
Yeah. She\has a personality, iike sgeﬁggts peopte

down a lot.| And nobody likes that in her classroom.

So it wasn't just you, though;=-

It was a lot of other people in the class, too:

In front 7 the ciass sometimes?

No: Not/in front of it. 1f she does it,; it was not

to embarrass you: " Like I was talking to this other
guy 1n my Engiish class last year—-and he knows a lot
of peéple in her class who were put in 050 (Bzsic

 Writing) too-: -

N
%h, re 1iy?

Yeah: |
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Investigator:

Jan:

Investigator:

v fnvéétigator:

Jan:

Investigator:

Jan:

Investigator:

Jan:

He noticed that?

Yeah. It could be télling us somethlng' ,Maybe we

got the wrong teacher.

Well, it doesn't sound 11ke you had a very trustlng

relationship. What about with other teachers?

English teachers?

In my 10th and ilth grade year, both my English

teachers were heIpfuI and we were on a more personal

level than'a lot of other teachers. PFave you ever

heard of American Studies? Well, I was in that and

like we were really good frtends--me and Ms. Hull-—-

she was more on the personal level, because she had

kide our own age and she knew how to deal with them,

I guess. I liked her. I think both my 10th and 1l1lth

grade English teachers were my best teachers.

Ms. Wall and Ms: Hull, You say you think they were

your best teachers? 1Is it in part because of the

understanding?

Yeah. 1If you &6ﬁ t like the teacher and you don't
trust hIm, you're not going to do good in that class.
YOu have to have some type of positive attitude to go

in the class you know.

And ttust your writing with that teacher. So you
don't feel that those teachers cut you down in terms

.of writing.

No. They have to criticizée some to hélp you but not
as much as Ms. Webster.

And Mr. Wilson, too, would you say?

He was cr1t1ca1 ) He helped me too. One t1me, you
know he read good examples and bad examples. Well,

he read a bad example of mire--and I felt really

embarrassed: 4nd then I had promised myself that I'd

help myself and try and try and get better grades.,

And the next paper was one of the best papers in the

class and he read it, and 1 was proud of that.

13v

119



Investigator: Let's go back to elementary school. You said by 6th
’ grade you mastered the fundamentals of writing: Is
that true?

- Jan: Well by the time you go to junior high--you know,

7th; 8th 9th grade you kind of know basic sentence

structures and learn the spelling rules and you kind

of know a lot of fundamentals of writing. I wean,

not of writing but to do writing:. Organization and

everything.

"""" Investigator: =~ Can you recall any particular experiences in 5th
grade or 6th grade? What about the 5th grade
teacher?

Jan: : Yeah; she was our tanguage Arts teachet for Engl1sh

reading and spelling and stuff like that. And she

helped me a lot: She was a reat excellent teacher.

She was another teacher that I can trust and she -

helped me and everything: I guess things got stuck

in my mind and I learned them, you know, as a

positive attitude toward her and toward the class.

Investigator: Can you recall any wr1t1ng experiences in there’
Jan: No.
Investigator: Not anything spe<ial sticks out, just that it was

a positive experience?

Jan: Yeah. In 6th grade; we had to write book reports

every month. Different types of books~-you know,
fiction, nonflctlon, sciencerfiction; stuff like

that. You know; that was the only writing we did.

Investigator: What about in 7th and 8th gfede?

Jan: Let's see. \

Investigator: Nothing stands out in terms of writing?

Jan: > No.

Investigator: 9th grade? I see you've listed several teachers.
Jan: Yeah.

Investigator: _ These aren't just English teachers’ These are all

the teachers?

ek |
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Jan:

Investigator:

Jan:

Investigator:

Jan: -

investigatot:

Jan:

Investigator:

Jan:

investigétot:

Jan:

Investigator:

Ms. , she was a drama teacher, too. So she

klnda knew a lot more you know: We had to write a
lot of papers; well, some; a iot of papets in there.
She was;, I don't know, she was really nice: I could

t rust her too. Noth;ng really stands out.

What about in thé 8th grade? Who was the Language
Arts teacheéer?

Mrs. . We all iikea her. 1 megnighe whole

class did. She was, I don't know, she told us

personal stories; 1 guess just to get on a personal

level. We didn't have to do that much writing, I
don t thlnk. Just the régulat stuff, you know: The

Yeah. Especially in elementary school. You know it

was something to write Jout and let tire teachers know

how you wrxte, 80 vou don't copy other people 8

papers. That's what my 12th grade teacher did, Ms.

Brewster. She had us write a lot of essays before we
wrote our term paper, and that --

So éhe could become familiar with your writing, was
that it?

So you don t have to copy someone else's term paper.

It was a good idea. I think I know one guy who did

that, and he passed, barely.

Students in Average English didn't write as much as

students in Superior English, is rhat right?

That's Eigﬁt. I know a couple of people in Superior

English;, and all they dId was wr1te and read books

and wrote about three to five papers on that one

book. Character analysis, the theme, what they

thought about it-—along that tine:

In hlgh school, you moved on to essay wr;t:ng. 1s

that correct? You weren't doing essay writing until
maybe 10th grade?

Yeah. That's riéht.*

And you wrote that the teachers in hxgh school

instructed the students to Just write the paper, not

how to write, but to write it and get it done.
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Investigator:
Jan:
Investigator:
Jan:
inVéstigator:

Jan:

Investigator:

Jan:

Investigator:

Jan:
Investigator:
Jan:

Investigator:

Jan:

‘teah. That s atl'they did. Like I remember—-well I

don't remember any partxcular teacher; they used to
all just say "write." Write either about a book or

something or_an g;pgg;ence and they just said, you

know; write it and get it done by next week. You
know, .they d1dn t tell us.

How to go about wrltlng?

Yeah. _They Just said the regular stuff, like the

,nechanlcs, spelllng,> i e

Even in the Advanced Composition course?
No.

Do you usually write for the teacher when you do

school writing? Do you have the teacher in mind?

Yeah. You have to know really what the teacher wants

to Bgow i dpn t really write you know what I 11ke )
to write. Like for Mr: leson, he--whenever I needed

- help; he comes back and he crosses out a word and

writes this down and then tells how he writes. So I

kind of followed that and you know, it helos.

It helps you or it helps you in terms of the grade
in class?

Both. But basically in class, and grades.

In Advanced Composlt1on, you wrote that you "Iearned

the fundamentals of wr1t1ng essays. This was the

only t1me I got total instruction on the art of

writing." What did you mean by total instruction?

Pause --

That course is deflnltely geared to essay wr1t1ng.
Yéah .

So you léarnad the fundamentals of writing essays
there?

In that class; Mr. Wilson Just kind of told us tc

.wrlte, and then & little with our process in wr1t1ng

in class he instructed un how to write and some of

the mechanics we should know.
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Investigator:

Jan:
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jan:

Investigator:
Jan:

Investigator:

Jan:

Investigator:

jan:

Investigator:

Did he give you one method? This is how to write.
No.
Several different ways?

Yeah: The oniy thxng he told us was to get a really

well-developed thesis statement for the first state-

ment and with that thesis statement, develop the

whole paper. You know, because it goss back and

‘corresponds with other sentenres He really didn't

tell us any method that we should use.

You also write that by the time you took Advanced

. Compesition; you were a “"hopeless case.” What did

you mean?

Well, I don't know. After—-I knew I needed some
help. '

Ms. Brewster EBi& you that?.

Yeah: I took that because I knew I'd be do1ng a lot

of writing in college. I needed more help 1in writ-
ing: I knew that English wasn't just all writing
papers, you Pnow, 80 I decided to take that. It

heiped me a 11tt1e b1t. .
Why only a Miie bic?

Well, I mean, I'm in héré! (laughs) I need some
help.

You received low grades in Advaaced Comboéitibh.

C's. Well, Mr. Wilson, he never gives A's. And he
rarely gives B's. 1If you have a good paper, you have
a B. )

Poes he announce this, or he Just has this

reputation?’

He has a reputatxon lxke that. He never—--gee, he ]

doesn't have--if you get below C, you have to rewrite
it. He reads mostly A's and B's, mostly B's because
he dossn't give A's.

As examples?

Yeah. But, you know, hé's a good teacher.
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Investigator:

Jan:

Investigator:

Jan:

Investigator:
Jan:
Investigator:

Jan:

In7Lstigator:

Investigator:

Jan:

invéétigatoti

Why do you think he's a good teacher?

Well, I learned a lot from him. A lot more than

from other teachers. He helped me with my writing.

But you algo said that these low grades gave you a

complex. You were disappointed in yourself. Can you
explaln?

Agaln, 1t 8 those red marks. Yox spent all that tlme

just for those red marks and getti ing all those words

ccrossed out. I Just sat down and didn't really beat

my brains just try1 g to get a gpod paper down and

then take a rest esad then go back again, just trying

to 1mprove it and everything: And somehow it just
doesn't--

And then gétting the red méikézé

Yeah. It just really disappointed me a lot.
Did you end up with a € in the course? |
Yeah.

Do you think studying grammar helps improve your
writing?

Yeah; because you have to know some of the mechanlcs

and you know—-you just can't have all organization

and knowledge about the subJect you have to have,

you know, spelling, grammar?

When did you study grammar? Did you bave a grammar

class anywhere along the 1line?

Just in elementary school: That's all we did: And

8o in the early years of, you know, well--we gkimmed

- it in high school because, we “should have alteady

learned it in elementary. I Iearned all mine, you
know, you to 6th grade:

Where did you legrn to perfect each sentence before
going on? You know, to write one sentence at a

time? Where did you learn that?

- I just picked it up somewhere. You see, I just do_

that for the first couple of sentences.

Oh, I see:
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Investigator:

Jan:

Investigator:

Jan:

Investigator:

jani

Investigator:

Jan:
invéstigatoré
Jan:

ihveétigator:

Jan:

And after that; after T know what I'm talklng about,

I just start freewrltlng and write anythzng I want
to snd then, you know, and then I go back and then

the first couple of sentences are okay You know,

I look at them and see if I want to Improve them.

. But I don't improve them that much since I already

improved them before. It just helps me to get
going.

Yeah, I have to know what I' 'm talking about. If t
don't do it--it would take me forever:

Anythlng else y?E,Y??E,E° mention? About your high
school writing experiences partxcularly’ In American

Studies; I would assume you did a lot of wrltlng in
there and that Ms: Hull would look at the wr1t1ng and

the history teacher would look at the writing more
for content?

They had no relation for the writing: The writing

was; you know, just their own grading system.

What do you mean--' 'their own grading system'"?

héii; if we did an essay on a test for the history
teacher, she wouldn't go to Ms. Hull to check it out.

You know, they really didn't relate to each other in
writing. .

Okay.

It was two separate coutses. Like the only time we'd

get together was when we did projects.

In some schools; the teachers work closely together

and they actuaiiy pass the wr1t1ng back and forth.

That's why I didn't know. It 'wasn't like that,
though?

No.
How did you feel going into the WSPT?

Wéli 1 felt real confident because after I had that

Advanced Composxtxon 1 was—-sInce I had 1t, the

spring semester I knew it, and I remembered every-

thing Mr. Wilson told me and I figured that I

should go ahead and; you know, have everythxng that

he taught me and put it down on paper.
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Investigator:

Jan:
ihvestigator:
Jan:
Investigator:
Jan:

Investigator:
Jan:
Investigator:

Jan:

Jan's Case

Investigator:

Brewster:

Investigator:

Brewster:

What are somé of the things that he told you to do?

I don't know. Mostly unnecessary words. That was my
main problém. I think. I guéss on my WSPT I just
wrote——

You wroté a long test, you really did.

A lot of it was probably unnecessary words. You
know, répeats, or something réally--

Well, you have plenty to say. How 'did you feel when
you weré placed in Basic Writing?

I felt disappointed. I guess everybody does. But I
don't know--after that, that whole happy year was—-
Wasted? -
(laughs) It was. I just, you know--—

You still feel that way, that it was wasted?

It wasn't. It helped me. Somehow, I don't know,; but
it helped me. He helped me--I don't know how to

certain ways to write and everything. So it helped
me. '

INTERVIEW WITH MS. BREWSTER

You were asking me why I chose Jan|s case.

I think it's fascinating that Jan's name was given.
to me by you because just rememberifig generally all
of my students last year, she 'strikés me as being:
the most négative one. ;\

- e o B , | - _
Toward writing, or négative in général?

Her attitude toward my criticism of her writirg;
which seemd to be inherited from past years. She

just never liked to be criticized. When she is; she-
gets on a high horse. She can't handle it: So I can
remember, 1 can just see her sitting in this class-
room most disillusioned about herself:

H I
!
=}
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Brewster:

Investigator:
Brewster:
Investigator:

Brewster:

Investigator:

Brewster:

Investigator:

Brewster:

About herself?

in relatlbn to nrltlng and oy oplnlon of her wr1t1ng.
Well; should I g0 on with this? For example; when we

were doing the research paper, we made conferences

and I talked to her about her style, her involved,
complex; almost Unxntellxglble sentences. And her
lovely blue eyes would cloud over with tears because
she could not handle the idea that she was less than
perfect. And I wondered about quite a few problems.

approaching college.f She never really took a real-

istic attitude toward that and low and ‘behold her
name appears. There are very few people that strike

me so clearly as this particular girl. She was one
of the major college-bound types who had a big writ-
Ing problem and refuséd to admit it to herself.
That's the thing.

So you would say she had an unrealistic picture of
herself as a writer? :

R1ght, a very unreal1st1c concept of herself.
Couldn't understand what was wrong.

How did you evaluate writing in the course? Did you
khave her all year?

I had her all year. She was in an average class and

‘ she came rnto‘che average class-~the Junxor ciass was_

group w1th no d1ff1cu1ty And then she ran up
against this writing problem wh:.ch had been develop-

ing for years.
Put no one had apparéntiy --

Apﬁarently not. And _s. when she was told bluntly
that she had to clarify; simplify, and commnntcate,
she couldn t handle it.

<

Why doa't you talk to me a little bit about the
course, 80 I ca gét a better picture. I know she
was in Advanced Uumposition also during her senior
year,

2.ght. Now I don't 'now what ‘happened there. That
should have really helped but I don't think it did.

In this average group; we did really basic simple

stuff at the beginuning--paragraphs, sentence struc~

ture, basic stuff. And from the beginning, she had
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Investigator:

Brewster:

\\\
Investigator:|

ﬁrewster:

Investigator:

Brewster:

difficulty. She would never want to say someth1ng-—

you see, I think she was trying to be poetic and

flo&ery and was never able to simply say something
basic in a sentence. So when I would show her how to

switch a phrase or a clause or just cut it out, maybe
cut out whole sentences, even whole paragraphs--she

got this fix somewhere in tlie past that to be flow-
ery, cenfusxng, backwards, was the thing. To simply

communicate was tot the th1ng.7 So what can 1 say?

So after that basic simple writing-—-we went onto your

standard introduction~body~conclusion-situation, and
we led into the research paper, you know. She was

never really prepared for it, as far as her style

was concerned.

Were you the only person in the course who responded

to her writing? Or did you have some peer reéading

too?

We had a little, a little bit, but not a tremendous
amount because of the nature of the class. She had
more beckground than most of the. k1ds coming from

this accelerated class and generally all the other—-
whenever I did turn back certain things for them

to get together on, they would just superficially
cr;t;c1;e it. So in their serior year, they really
hadn't been prepared to évaluaté, and considering
all I was supposed to do—that 1s, produce a research

“paper among other things--

Wheri you evaluateé writing, do you circle evéry érror?

' Oh well, I take various methods. Sometimes I just

look for one thing; depending. We move from the
slmpler to the more complex.... Sometlmes just a
certain comma situation. Sometxmes we're just com
centrating on introductory &laments. It depends.
The research paper, of: course, wh1ch was the big

trauma, — everythiing. \

Did you do that in stages? . \
Yes. Week by week., Iicould give yod,a,schédulé if
you wanted to look at it--but_you probably know: the
thesis statement, and we'd talk over that for two
weeks and have individual conferences. Preliminary
outline was -the third week. In very gradual stages.
It took up a good part of sthe semester. And in-
between times working on paragraphing.




Investigator:

Brewster:

Investigator:

Brewsteér:
Investigator:

Brewster:

Investigator:

Brewster:

Investigator:

Brewster:

Investigator:

Brewster:

I thxnk she made a comment in an 1nterv1ew with me

that she was never told bluntly that she was. not a
good writer.

Yeah, and I came right out and told her after a
whlle, after sheé didn't seem to understand what was

written on heér papér by me. Then what did she say
after that?

Something about gétting a Ebﬁﬁlé%.W7§he appreciated

the frankness; in one way, but it was rather shocking

for her. And then; of course; she was taklng the

Advanced Composltlon at the same time, so between

the two, and then in the senior year to have a
sudden--

Did she get that reinforcement in her Advanced Comp?
Yes.

Because I never had the opportunity to speak to Mr.
Wilson. I do know that the junior teacher seeméd to
agree_with me but apparently never told her. Now if
I could solve a problem like Jan's in one year, 1
would be delighted.

attitude toward wrlttng--- =

D1d she see the problem’ ~T1 had the feellng att i
through the year that she feit I was the villain, I

was wrong. She never really saw the problem: I
undécstood that, so I really couidn't work on it.

Why did it take Jan until her senior year to realize
she was a "hopeless case? I don't see her as a
hopeless case.

Just a theory possibly--because she was such a

lovely girl, so popular-~tota11y school-lgypiygd’
club active—she may have affected her teachers to a
degree; where they thought this is such a lovely

girl-
And she did all her work, I assume --

She Aia all her work; extremely conscientious, 1nter-

ested in everything in the class, academlcaliy, not

to mention outslde the class; so maybe there was a
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reluctance there over the years to take this lovely
girl aside and _say, "Hey, take a look at this." Her
mother may be an influence in this. I remember see-

ing her mother, one of the few ﬁothers who came in
parents' night, totally 1nvolved in the child: The

motheér could have contributed -o an unreaIIBtie

attitude. Everytime there was something going on in

school, the mother was in charge, running it, there,

present. And I definitely felt after a while, after

I told Jan what I thought of her wr1t1ng,itpatfher

mother felt the same way about me. This was maybe
the one teacher who didn't see this girl as solid

gold.
Investigator: I §ée what you're saying.
Brewster: I don't know, this is all —-
Investigator: . Speculation?
Brewster: éﬁéculatiaﬁ. I think part of her probIem is be1ng so

full of teenage cliches--verbal ciiches: Siperficial

——preppy; can 1 say--so 1ngralned within her, that

she was unable to pare away that superfluous d1alogue

and get down to what she wanted to say, and she knew
that.

Investigator: That's what she meant by the "mental barrier" between

her ideas and her words:

Brewsteér: Rigﬁt. So _she sounded fine; particularly to the peerﬂww;w

e group ‘and 'then she tried to put that on paper and

that's not the way formal writing is~-if we're talk-

ing about formal writing.

Investigator: Academic writihgé

Brewster: Right. Does that help some? This is just specu-
lation. Had Jan not gone through the American Stud-
1es, but had the further d13c1p11ne of English 11

1nto this problem with me. Then agaln, had this been
the case; she would have been in my 12 Superior

class; 80 I can't say. Because she was a kid a
11tt1e b1t above average 1n an average group, she

open to criticism. If she was in my 12 S group, may-

be this would have been an ent1re1y dlfferent sxtu-

ation. It might not have occurred, so it could also

be a scheduling difficulty. She did go, I think,
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frem a 10 Superior, into an American Studies thing
which is like a high average group:. (Note: Actaally
she was in English 10 Average.)

Why would she go‘in there instead of to a éﬁﬁeEIor
class?

,Somewhere in the 10th grade——that may require another

interview with the 10th grade teacher~-
I am 301ng to do that today.

Maybe the 10th grade teacher recommended that she go

down a little bit into this American Studies thing:
That is considered "down"?

Down a little bit; right. 1It's a high average group.

And then possibly her American Studies teacher recom

mended that she continue on in that average course of

study. So it could have started back in the 10th

grade. It would be Intereatxng to find out.

1 ‘m curlous, why 'did she receive an A and B in your
class?

Thé grade is not really based on writing. That does
not reflect writing. BRasically it reflects other
thiings-—-reading literature.

"Dutlful " as dr. Wllson sald

It was an overall survey course; basically. Review
of grammar in the first 6 weeks:

That's a requirement? .

Right. Forced. And mechanxcs._ She did fine in

that. Roughly five or six ngye}sigo be read outside

of class. Highly objective testing on that. Did
marvelous on that. Did it all, did her reading. The

research paper—she really couldn t do too poorly on
because it was so structured.

Plenty of ‘time there, too.

Right; So covering every form of wrltlng, startlng
with a hIBtory of the language going through the._

novei form, lectures, you know, that Rlnd of deal

atudxedf-short story form, the _éssay form--the drama
form. A "C" in Mr. Wilson's class does tell you that

there's a real def1c;ency.
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Charlene:

‘Maybe, too, she had an unrealistic attitude because

of the A and B, even though she heard your comments.

Had my grade been exclusively on writing, it wouldn't
have been—-but because of the nature of the course,
any conscientious student could make a B, if rot an
A.

Mr. Wilson didn't have too much to say. He remember-

ed her more as dutiful; and not partrcutarly enthusi-

astic; so she wouldn't stand ouqign his mtnd, because

she did her writing and she worked at it "dutifully"
as he said.

i'm surprised he didn't remember her problem; which
to me is flowery; excessive, that type of thing,
which would drive him crazy. Wordiness.

She recalls that vividly. She said Mr, Wilson would
come over and cross things out. He said that could
have Neen one of the problems; he didn't specifically
remember.

Well, she signed up for that courseé in her junior
year, so we did a pretty heavy sales job the second
gemester of the jinior for courses like that. So she
must have ant1c1pated college.f Why she 81gned for 1t
that's before she ran into me. Whatever I did ‘was
not the reason she got into that course. So she
teallzed she needed it then, early on. _This was

- - gugething that was coming on. ITH Ju jumping the gun{

Why are you asking me about Jan? How,dld she come
to your attention of all the students? -:ad she's the
one that stands out so much in my mind, not in other
teachers' minds. 1Isn't that interesting. Boy, she

really sticks out--

INTERVIEW WITH CHARLENE

Charlene, on the iritiﬁg anxiety questionnaire 1 gave
you, you. 1nd1cated that you avoid wrltlng, that you
don't like to write. Why? Why isn't writing fun

£ you?

It's mainly bécauéé the. things that I have to write
about, I can't have to say that much;, or not enough

- for a paper, or--1 don t know--1 th1nk I can talk

better than I can write, and I just don't enjoy it.
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Investigator:
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Investigator:
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Investigator:
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Investigator:

Charlene:

t .
You also noted that you were uncertain iBéﬁﬁiﬁﬁéEhér
or not you 11ked seelng your thoughts on_ paper.
There seems to be contradiction thereé. Can you

explain?

Well, if the paper is written down and I go back dnd

‘read it and 'it's what 1 11ke, you know, what 1 wanted

again, if it's not,il don t know, I 3ust don t like

writing it dowm because 1've always had a teacher

grade it; and the teacher most of theée time didn't

like what I wrote down, or she liked part of it, she

didn't like the whole thing. So--

Your mind seems to go blank when you start to work
on a Cbﬁﬁbsitiéh;i 1s that right? ‘Why do you th1ﬁ£
into your memory and recall spec1f1c times when you.
blanked?

(Nervous) Because all thtough hlgh sch661 any paper
I've ever written has always been criticized by the
teacher one way or the other. I don't know;, I've
always needed people to like what I do or to like me.

So you think if scmebné'aoeén't iiké your writing,

cr1t1c121ng you? Is that your fee11ng7

TTUIATE way, yes. I'm not sure what it was, but I Rad

to take one thing and give a descrlptlon of it--write
a whole paper of descr1pt1on. I don't remeémber what
the obJect was, but I had ttouble then because 1
couldn't think of enough because it had to be one;

one-and-a-half puges long, and I couldn't think of
enough to write about. I couldn't even get started

because I didn't know how to describe it without us--

ing the word:

It seems from t31k1ng w1th you that. you think about

length, and when assigned a topic——-"I have to attain

that length." Is that what you do?
Yes.
"I have to have so many pages or paragraphs."

Yes. Bécausé that's what I was taught all through
high school.

[
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Charlene:
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,/
That a paper has to be a certain lengthb

i
¢

nght. /

You lack confidence in your ability to express ideas.
Why don't you think you're ahy good at WEiting?

ing. They sald that my p01nts werep t clear, and it
didn't say what I wanted it to say’and stuf? like

that. //

/
Why isn't writing easy for you? /Do you think othérs
have an easier time writing?

/
Because every time I sit down Lo write a_paper, it
takes me-—for one thing I dread writing it; I wait
till the last minute to do if, and once I sit down
to do it it takes me forever to get it written.

It's a long process, isn't it?

I thlnk other people that 11ke wrltlng do. Because
my boyfriend; he loves to write a paper.

He doésn't struggle the way you do?

Yes.

He ahs an easier timé. It doesn't take him as long,

..-ze.&%...ie.t*ft think?

You indicated that expressing your ideas clearly and °
organizing them is a problem: Wbuld you explain?

Well, like I sald I've always been able to talk
better than I can write and so when it comes to ex—
pressing my 1deas on paper, 1'm not sure of the words
to use. Or just like I'll be writing a paper, and

I 11 thlnk of 4 word I can use, but I don't krow how
to spell it, and I don t have a d1ct10nary there.
I've always been taught that spelling .is important,

too. Because before, like on _all my papers if we had
one misspelled wrod we got a c automatically.

When was that,'éﬁariene?

It was back in 10th grade. It was my first compos-
ition class.
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Charlene:

So if you had on spelling error, you would get a "c"
automattcaiiy? :

If I'm not. mistaken, that was right.

Taking a Eamﬁaéitiégieoutse, for you, is a very

frlghtenxng experience. Is that right?
Yes.

And handing in a composition does not . ‘make you feel
good. Why? And why do you think you're going to do
poorly when : wu turn in a composition?

It goés back to the criticism.

You make that assumpt1on when you turn in a compos-—
ition--"1'm going to do poorly."

Because every time I've done it in high school, I
alwaye did poorly; and the only thing I got on my
papers were C's in 10th grade.

Would you call that your first composition course?

The first I can remember; yes:

;ﬁﬁé:&bﬁzéétﬂﬁ'g"fgéﬁi"“ﬁﬁ&'Ehat didn't feel very

good:

"A", up to that point.

. No, because I was aiways an A,or B student, mostly

‘How were your papers marked?

Spellihi errors and-the first couple of papers I had

like run—on sentences and subject-verb agreement.
That still troubles you.

Yesgf Like I saia; if I'm hdt,miétakeh,,iike than a
spelling error was an automatic C. Or just one
little error.

Mechanical or grammatical? And did that continue in
the 1lth and 12th grade?

In the llth grade, I didn't have to take a compos-
ition course; so I didn't take one. But in 12th

grade I had to take one more composition course to
graduate,iggi; did: - The composltion teacher I had

for 10th grade tried to talk me into taking Compos-~
ition 4 but I talked to some other teachers, and, you
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Charlene:

Investigator:

know, that since I didn't have Compos1t10n 3, that I

- shouldn't skip over Comp 3 and go to Comp 4. 5o I

went ahead and took Comp 3 because I had always had

trouble, and I d1dn t want to get into a class and

The teacher you had for Comp 3 and you also had for
grammay?

iight.

she 11ked you in the grammar class.

In the grammar c1ass...11 _fact; one thxng 1'm sure

of--1 had her in composition when I was a sophomore,
and I'm not sure she liked sophomores. And } was a
Jun1or when I had the grammar. So, because when I

. was in her compos1t10n class; she always used to

criticize me and she'd see me in the hallwavs and 1'd
say "Hi" to her and she wouldn't speak. But then
whan I had her for grammar I had straight A's without
even an effort. And theén when 1'd see her in the
hallways, she'd say "Hi" back or ask me how I was
doing, and stuff like that. By then, i'd start stop-
ping by her room and talking to her. 1In fact; I used
to do it about once every two weeks the last year.
That was aftéer the composition class.. o

When you had that teacher for compos1t1on, you felt
that she didn't like you; wasn't as fr1end1y? You

‘-mdbﬁ t-think--it washjust ‘time and gétting to know each

other? You were good in grammar and she liked you.
You were not good in composlt1on class by her stan-
dards and so-

She always liked good students. And, like I said, I
wasn't good in composition. But the thing that
really confused me is she said that when We came in

her composition class, we shouldn't expect more than
a C; that a C was a good grade.

But that still didn't help her, her saying that?
No.
I know you don't like having your work evaluated.

Did people in your composition class=-your peers—-
evaluate your writing? Did you do any group-type

evaluating? Or d1d just the teacher evaluate?
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No, just the teacher.

You receivéd an assignment and then turned it in and

Yeah.

So the teacher didn't really help you in the process
of writing?

‘She helped us. Like, first of all she graded our

jottings and outline. I always gotian "A" on my

jottings and outline. Bbut when it came to the

paper;, I got a C. One thing==I'm note sure if it

affected her gradlng or not-—she told the students
she always got C's on her compositions and stuff like
that. So I don't know if she felt that no paper was

worth--in fact, we were all shocked when she gave one

student an A on a paper. There was only one A in
the whole class. 4nd I was nver liked that much in

school, but you know--

So you th1nk a student 8 p0pu1ar1ty influences a
teacher? /

schooi and--any of the teachers there, they always

used to do more or talk more with the popular stu-

dents. In fact; in my last composition class, I

didn't think the composxtzon teacher there 11ked me

there either because she'd spend her time talking to

the popular bebple., And 1'd have a question about my
composition and she'd say, NEvLl be with you in just

a m1nute,9 and she never cate to me. This was when 1
was a senlot. .

o

Hmm .

Cause Just like one of my friends said, they noticed

that she did that; and she didn't treal me . rzght.

Because I'd ask her a questlon, and she'd just tot-
ally ignore me. In fact, 1 was standing in front of

her one day and she was just s1tt1ng here and I know

she heard me because she looked up at me, and she
jist ignored me. So~--

You were not on her 1list? Okay, I know that you

doni't like gettlng your writing evaiuated and now
I'm gett1ng a picture of why. Do you fear your

writing being evaluated? You indicated that you

don't even like your friends to read your writing:
Is that so?
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Yes. My writing--I don't know--I usually don't like

what U write on_a paper because it doesn't really
say what I want it to say most of the time: So I

guess that's why I don't want other people to read
it. '

How d1d you feel when you first started writing to
your boyfrxend’

Like I sald he's real good in English and all; so 1

took my paper and was scared to send him a letter

because I said he'll sit ‘down and go through it and

find every error, you know,; and then say something to

me about it when he got back; but he didn't do that:

And I found that he was wrxtxng less formally In

tne composltlon class, if we used an illiterate word,

we'd get a C on our paper: 4nd he wrote back and

used that and just other little things and I just got

more comfortable as ¥ went on writing him:

What klnd’

I had to do reports every now and then. But not that

often. It was in the earlier grades that I had to do

it more. Like bth; 7th grades.

Let's go back to h1gh school It's really amazing

that you can go_all the way back. and-list-most--of~ —— -

“'your teachers; from first grade on: - What do you

remember writing from eary years?

I used to write papers in 6th grade: She had these

little pictures and she wanted us to take it and,

like; it was malnly creative wrltxng. i enjoyed

that. Because we'd take the pictures and write up a

little store of what we; you know, wanted to write.

She always liked my papers then; so I guess that's

why I liked writing-—because the teacher liked them.
So you associated writing with fun.

Yeah. It was extra credit. It wasn't for a grade.

That was. So 1I ‘used to “enjoy doing that. I used to
do as much as I could, so..::

Not that I can remember:; Because other than that

teacher; they always used to criticize my wrltlng.

What other kinds of writing did you do? Let's say
in 7c¢h, 8th...
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Charlene: They were like reports and certain kinds of aspects,
certain thlngs.

Investigator: Geography, history?

Charlene: Yeah.

Investigator: _ And did you feel okay about that kind of writing or
Just... .

Charlene: I did it because it had to be done. After 6th grade,

my teachers startxng criticizing me again, so I

didn't like writing that much.

Investigator: Can you dip back earlier than éth grade?
Charlene: I can't remember any of the wrxtxngs I did before
6th grade.

Investigator:- " And you say that you have most of your writing?
Charlene: Boxes. It would be intéresting; it really would:
Investigator: What were your feelings going into the WSPT?
Charlene: Watl, from the moment I got that thing they said I

had Eo take a test, I dreaded it. Plus; I said I
“can't do any research They’re going to tell me a

mor e == —ggb ject 1 don' t know anything about, and I 'm gotng
to be stuck. Well, I was scared from the moment I
got the thlng unt11 the moment I got through with the

test. ,
[
Investigator: What  happened when you looked at the t6§ics’
Charlene: - I looked at the topics and I sald "I don't know any-

thing about either topic." I never really thought
about 'if we should have more educational televison
shows, and then the other I réally don't know that
much about whether newspaper editors should indulge

a sourcé. I really didn't know that much about that,
so I had to thlnk about the television and try to
write enough about that. I though about it and got
my opinion, but chen I couldn't find enough stuff to
write because it said it had to be 400 to 500 words
or gsomething 11ke that., And I just couldn't think of

enough stuff to write.

Investigator: How did you feel wheén you léft that test?

ju—y
J1
<
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Charlene: \

|
v

Investigator:

I felt 11ke 1 d1d...11ke I was on the borderline,

that I didn't know. Which I really didn't care aftet

I got out of there. 1 Just knew it was over with: I

said it's over with. I can't do nothing about it

now. I'm either going to make it or not—so—buc 1

think it was still there because I ended up getting

sicker as the day went along.
Thinking about writing can somet imes make you sick?

ﬁight.;

in Basic ertlng’

\Well 1 d1dn t _feel so bad because everybody around

me was making 1t--gétt1ng in this class. One of uy

friends came up and said he got into 110. He said he

waé 6h the border11ne, but he made 1it: But that

school he was 'in a lower composition class than 1

was. So I said, how did he make it and . I didn't make

it? So, it was just that one person didn't.

writing lately How do you accohnt for thqt? You're

doing a lot of letter writing now, aren't you?

Well, this class—-you haven't told us to write on

anythlng-~you haven't told us that we have to have a

certain length-—and then the subjects; because; Just

like you didn't say it was to be exactly on this or

exactly on that; it had to be our reactions and I can
usually wrice ?retty good on that: So.::

?e:hapé writing to your Boyfriénd heiped too?

Yeah.

Anything else you want to share?

I was just thinking again like I was back in the-10th
grade; like I was saying a misspelled word, use%ion

the paper and I was thinking another thing--I'm fiore
sur€ of this than anything else-that if we used "you"

cr your second person on paper, I'm pretty sure that
was an autc—itic C.

Any - ad of pépéré
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Yeah. It was almost impossible to get an A or B in

her class. Like I said, from the flrst day we walked

in there, she said we shouldn't expect more than a C.
But it Just pot to me because-—one thing, I've always

been an A or B student, I made the honor rolls, and I

was in the National Honor Society, Junior National

Honor Socxety—-aﬁd I even made Who's Who Among Amer-

ican High School Students.
Wonderful:

And my brother, I've always had, my brother works in

the Pentagon now, he went to the high school and he

was, like, 9 out of 250, but when I graduated, I was
23 out of 535 students:

That's up there.

I always had tc prove myself Eeéaueé when I was in

junior hlg , my brother said you'll never make-—he

said if you can make the National Honor Soc1ety,

because you can get in that..and you know becaiise he

saic¢ that's a lot easier, but it's harder to get in

the National Honor Socxety in hIgh school. I set two

goals because I had; since about the 6th g:ade,,I,

hadn't made stralght A's; I made A's and B's: And I

said to myself E& t wo goals were I was going to make

straight A's at least one 9 weeks, and I was golng to

make the Natxonal Honor Socxety < Well, you can't

301n the NHS or apply to Joxn it durlng your flrst

year:. So as soon as I could apply, I went and

applied for it; and I was accept.
That's wonderful:

So I got that goal: The sponsor, she really llied me

because I had her for a teacher; too: &nd she alwayq

said I was one of the best ~members and all: Because
I loved it. It was good for ty ego. But I never

accompllshed my goal of straxght A' T came close

one year; my eleventh zrade, I made, the first 3
weeks I make 5 A's and 1 L. 8o that was the closest
I ever came. That was the year I didn't take a unit
of composition.

In what school subjects were you the strongest?

Math. I'm going to major in businmess: Just like all

through high school and alt thrOugh you know, most

of llth grade, I made straxght A's in math Agd when

it came to pre-calculus, I made A's and B's. That's

one of my favorite subjects:
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Padgett:

Yes; I can 591}°,,39“ re lighting up. (Laughter)

Thanks for your time:

INTERVIEW WITH MS. PADGETT
You said Charlene had come back a couple of times.

I think she's been back twice this year. I believe

I worked with her as a sophomore.

Right; you had her in a ‘nine-week course--Organizing

the Essay. Then you had her as a Junt,r for grammar.

She got an A in the grammar ciass and iu Organizing
she got a B.

Probably a B becwuse she s the kxnd of student thar

and then understandtng why she had made a correction,

and I didn't see that much Improvement——ln that

organizing class: fhe grammar class as it is struc-

tured here--rote meémory can get any ch11d an A,

Charlene wants to work: Do you know anything about
her family?

A litcle bit: Her brothers:

All of them have been good students, pluggers. §hé‘s

highly motivated: I sometimes wonder, though, if

Charlene doesn't feel that Chartene should get better

grades than Charlene gets. I could not get Her to

understand that Just because she was correctxong the

theme over and over that she should end up with ai

above average grade. I couildn't get her to under-
stand that she wa a C student:

She earned a B by persistence?
ol I T
Did she have any other composition classes?

Not really: Let's talk more abcut Organizing. Here

is what she said about that class., She was .evas-

tated by the negative comments in that class becaiuse
she felt the negative criticism--you know, the red
marka,ithe corrections——were comments against her
personally. She felt that you didn't like her in
composition, but you llked her when you had her for

grammar, You follow me?

(laughs) Now I can see hgw she arrived at that.
Because right in the middle of class I said I don't
approve of sophomores, juQiors; and seniors being
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together in a class in high school because th1s

brings every one of my classes down to the sophomore

level. And 1'm constantly having to stop myself and

say, "All right; my dar11ng sophomores; we must Iearn
this.,"

Semester cougses 10 through 12 can be mixed?

he needs to work on_ h1s skills. I would nge the
papers back with al! of these notes; all of these
corrections, and she would get angr@}wlth me. I
would just tell her,f"All right, yo#little smartass,
you just sit down and we'll get this thing after
school. Before school; we do nok have time for this
thing." She was very jdstlfled But I could not get
her to listan. She had made up her mind as far as

her writing was concerned; I really wasn't tryIng to

change her style._ It was a formal wrltlng experi-

ence, I was merely trying to help her see such picky

things llke we do not begin every sentenee in a para-

graph with the same structure. We must vary the
structure.

She said one spelling error; you automatically get a
C.

 If it were...this is the kind of spelling error: 1'd

give them the list—=-I still do the same thIng—-I give

them a list at_the begInnIng.i If you get the three

to's (two; too) mixed up,; if you get the two there 8
(their) mixed (what I call my illiterates), if you

make a grammatical error such as subJect-—verb agree-

ment; if you make a grammatical error using a pronoun

that absolutely has not antecedent--these bring your

paper down to an average paper: There can be other

errors, that won t do 1t. She remembers automatic

ground agaln, does show throngh:

mean? She sa1d "Every time I turned in a paper in
high school 1 always did poorly...I was always an A

or B student; up to that point." Then she goes on,

"If I'tn not m1staken, a spelling error was an auto-

mat;c C. Just one little error,;" (see this is how )
she's hearing it) "mechanical or grammatical. We did
that continually in 11lth or 12th grade." Well; she

sa¥s in the llth grade she didn't have to take a

composltlon course; so she didn't take ome:. And

that's interesting. But in 12th grade she had to

have one more course to graduate-—one more compos—

ition course. "My composition teacher, the one I had
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in 10th grade, tried Lo talk me into téking éémp 4

but I talked to some other teachers, and since I
didn't have Comp 3, then I thought I would have
trouble. The C's in Organizing were bad enough."

1 was trying to help her into 4. Because I never
taught 3. There's not that mich difference. And she
would have more of a variety of writing experiences.

She only has that 9 week Organizing class; and then

beyond that she has this Comp 3 as a senior; and it

was malnly writing a research paper - so she has very
little wrztlng backgroind.

That was my reason for tryxng to talk her 1nto Comp
4. She couldn't take Comp 2. They wouldn't give her
credit for it. She got caught with the system tell-

ing her that she had to have a grammar course, a

writing course, and a literature course. She was
told she could not take--because organizing was
basxcally the same as Comp 2--she could not take Comp

2. She had a choice of 3 or 4.

At the end of the interview, she talked about hHer
goals and about one of her brothers. And then she
said she had a goal—here, let's see. '"When I went
to high school, I set two gbélé. My two goals were,
1 was going to make straight A's at least one nine
weeks and I was 301ng to make the National Honor
Soc1ety. And 80 in hHer junior year she just ducked
composition here and she came close to_achieving her
goals, bit qhefdxdnf; qulte make it. She never
accomplished straight A's. She had 5 A's and 1 B—-
the closest she ever came—and that was the year she
didn't take composition. And so that's intéeresting

there.

I bet I tan explain her C here. liiis dlsturbed her.
She used to cry on my shouldet about this.

The "€" with Mr: Newton?

But she's a person who refuses to regurgitate back.
&nd here you have to do it to get an A. I tried to
explain it to her.

Mr. Newton told me that a lot of his students go onto
the University of Virginia and get A's in World Lit:
and other literature classes and are grateful for the
background

[y
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They are d01ng that not because of the system— —they
are doing that despite the system. They are doing
that because usually--you check the background——they

come from a home environment that has given them o
something that when they come int~ our classes, if we
mention or give the least little ., .rk, they pick it
up and carry it on.

Charlene would have a handicap, you're saying? So

what happened in 10th grade. cdmp081t10n, this was a

devastating experience for her; 1 mean; personally.
She did not have a strong enough self—concept to

take that, or know how to use it where someone else—--—
because I knOW your reputation--1 know a lot of stu-
dents come back and thank you either dlrectly or how-

ever——the word gets around that you have really help-
ed them a great deal with the1r writing. Then Jjou

see someone like Charlene who could not work with:

negative comments; she did not know how to interpret

them or understand what was going on. Shé thought;
"That person does not like me when 1 write." That's

how she handled it. Do you see what 1's saying?

It's the. Giy different students react. And partially
what you're saying is something about the home back—

ground: i'm 1ook1ng myself at Charlene reacting to

what you did; and others I'm sure, reacting quite

differenttily.

It could be due to the fact that I do not understand
Charlene. Or Charlene's kind I know nothing about a
world that is not exposed to educating.

We're talking about different teachers' cultural
backgrounds, too.

That's the major dlfference here. And the empha51s
that is given and how a child is penalized from me.
;igtxll think with Charlene that some peopleée can re-

act to negative criticism and: others cannot react and
usually it has to do with se’c-lmage.

And she also was not a popular person.

Right: A dull person. An uninteresting, dull per-

son: Which is sad: Mow, out of the same environ-

ment her brother reacted entirely different.

She said in her Organizing class she would pet A's
on her jottings and outlines. You did look at pro-
cess--you didn't just have them turn in compositions
and put the red marks on and turn them back. Then
she'd get C's on the papéers, which depressed her.
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And that 8 how she pbssibly ultumately pushed through

with B's: I tried to make her see that the process

does make a dxfference in life. I'm st111 trying.

today with the ertIng process, or with anything 1n

learning; that while the process is important; it's

the end pfoduct that's going to make the difference.

But once again; I thInk we need more interaction

among ourselves; as far as our students are con-
cerned.

Charlene should have had a better comp081t10n back—

ground: She should have baen adV1sed differeantly-—-

even though you made the suggestxon, you know, that

she take Comp 4, she leaned toward What ancther
teacher said.

“You are Just saying what 1 have been preaching, that

we are not doing what we should do: I just left a

one-level class—-practxcai ertIng--students are

Slttlng there that have aIready passed with A or B }

in Comp 1 which is a twu-tevel class-—and that should
not be allowed:

1s there a difference In grades accordlng to teach-
ers? Is that what you're saying?

Yes.

That's why when they come to ODU, we have to judge

their writing according to their performance on the

WSPT--we cannot take their high school records.

Parents used to come in and say, "Lock, my daughter
has all these A's in these Engllsh courses and you

placed her in Basic Writing." I imagine that

Charlene would ask questions a 1lot?

Yes; I would reach a point; and 1'd say "Now

Charlene; there are so many people in here." Now that

could be mxsxnterpreted-"She doesn't want to help

me; eharlene is a demanding questlon—asklng child.

Probably in order to get rid of her in elementary

school, they gave her grades she didn't earn. The

prIncxpaI of the junior hlgh school tells "English

teachers to give A's and B's and C's., A friend of

mine who teaches Engllsh in junior hlgh gives B's to

keep her job. Now a semester of grammar mist be

taught-—-in isolation. City-wide requirement.
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Padgett:

Investigator:

Look at Charlene's case--straight A's in the two
grammar classes and she would say, "When I would
write--" : '

A person who has the kind of mind that can memorize
this--all we have to do is write sentences.

And here we have Charlene with A's in grammar and she

has all these grammatical problems on hér WSPT.
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APPENDIX C. Examples of Consuitants' Responses

JAN'S CASE Consultant 1

I. General Renpbnné

of extremes rather than moderate variety in teaching methods. Students sub-
consc1ously gense that wrltlng is more than simplistic maxims based on
either style or usage, yet they have no central concept defining writing as
a way of learnlng and knowlng to help them as they tack1° a ertIng task.
pose, but they hold the redictive notion that the prupose in many writing
classes is to pléaéé the "teacher—as—audxence." Even the well-liked teacher

is apt to be a culpr1t here. All the reasons behihd wfitihg éﬁiiéfy, in

II. Specific Observaticns
1. BéEE Eﬁééé teachers seem tb have no cieér understanding of what

catlng& with d1fferent but clearly defxned; goals. This lack of under—
standing on their part has had obviously negative effects on Jan's attitude
toward herself as a writer. S never does have a clear sense of what she
is not doing; she has instead a rather fragmented perception of the flaws
(wordiness, for example) in her writing: This observation leads me to
suggest that writing teachers often negatively affect student attitudes not
8olely because they fail to relate them affectively but because they simply

do nbf kndw their Bubject; This ignorance results in reliance on fragmented

rounded attention to a range of composlng behav1ors—emot10nal 10g1ca1 and

technlcal
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2. Jan is obviously what Kellogg Hunt would call & "fluent" writer;
although I have no quantltatlve measures of her T-units. But then; probably

early in secondary school; 'flowery language me t head—on with the aduit and

papers and ihe like. These teachers emphasized the classical virtues of
style: correctness, cIarIty, approprlateness, d1gn1ty. ?éthépé tﬁé tiaéh
growrng rank before being thinned," ‘the other th1nn1ng at the expense or
richness of any kind, resulted in Jan's block:

3. Jan seems more mature 1n her reactlons to criticism now (In COl"

slmply because she is older and in a more sophisticated envircmment? Or is
it that she is getting a more couplete picture of the complex goals; pur-
poses, and forms of writing?

My final observation concerns a generalization about writing that

seems to hold the key to Jan's and many college student's problems with

. ——

writing. Teachers of wr1t1ng do not separate writing as an expressive ac-—
tivity from writing as a way of cbmmuhicating. In a sense; Emig says §imi-
lar things when she draws implications about reflexive and extensive writing
in thé composxng proceasea of twelfth—graders This éépérétlbb, Jan's case
school; and high school, and--in its more sophisticated forii--it is also a
problen in teaching collége writing. A clear-minded separat ~n of these two
aims of writing would have enabled well-meaning and conscier . w: teachers

such as Wilson aud Brewster to provide a curriculum for stude  such a® Jan

that would have offered the encauragement or reflexlve wrltlng ind Lne
critical discipline of extensive writing, in a positive atmosp® =i ~. One

would grow out of the other within the student's compoéihg prece ¥

JAN'S CASE i C:nsultant ?
Bexng in the 'average" track influences éVérything;:average abfi.ﬁy,

avéragé incentive, program weak developmentaliy.

160
149

o l....-..........-...........l.--.--.-----.....-i-i---i-iiiii ' .
ERIC

Aruitoxt provided by Eic:




38

Describes work as average. This is her own jhaééﬁéﬁﬁz Does it

Barrier. Unanalyzed experiences are hazy, only a collection of
experiences. Analysis produces something different. She does
not understand that all writers have this problem sometimes

until you suggest it. Or she perceives her problem as greater
than othérs. She cannot produce a paper quickly.

success to persons close to her.

Identifies problem as unnecessary words and a lack of organi=
zation. Latér her teacher agrees. The power of the teacher is
seen in the red marks: Jan reacts by feeling that:she cunnot do
anything right. She does not .eem to know how to improve her
raper as a result of the marks. Did the teacher make helpful
comm:nits?

Jan learned more from the discussion with her peers than she did
from red marks. Classificaticn and definition helped her:
That's the ground floor of idea development. May students rare-
ly get beyond that lével. RKnows value of writing to get better
grades.

Hever had a trusting relationship in an English ciass: Very
significant. "Frankness" gave Jan a compler. It seems eavier
for this teacher to criticize thor to prévide constructive

suggestions.

Jan states that a positive - tituce is necessary for learning,
even for getring to class. & hine coucerning high absenteejss.
for some classes: The expecivice wi't Mr. Wilson turned out
well in the end. Some degree 7 dép:éséion iz nut harmful.
Does Jan have a lazy streak? how juc: ~rodding o »s she re-

quire?

(2 Y
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10

12

C1a1ms she knew the fundamentails 0‘ writing by grade 6. "I mean
not of writing but to do writing.' A very slgnlflcant comment .
She thinks you can 1earn how to write through skills activities-—
spelling; sentence patternB. Like Charlene, she found the sixth
grade writing expériences positive and ehjbyaBle. Dr amatics”

teachers may know more about the learning process than most

English teachers.

Noté Jan's approval of Ms. Brewster's rationale for writing
several essays prior to writing the research paper. Cr is Jan
puttlng words 1nto the teacher's mouth? Many teachers of re-

search units decide to teach paragraph development before

3 - 8ee how to teach

launching into the maior paper. They do n.
wr1t1ng as students progress. Then they tnlnk ’y can say;

"Write a research paper remembering what you have learned."

Mr. Wilson rewrites students' sentences: This is editig. Some
can learn through this technlque, but who would chauge the
teacher's sentence? It is easier to take it all even if a later
revision suggests it is no longer appropriate. A little teacher
ego to support here. "I don't really write you kmow what I like

to write:"

A "hopeless case:" Strong language for this situation. Reveals
how deep the complex was. Mr: Wilson has some good qualities,
but he may not have a compreherslve understandlng of the com

poslng process.

"didn' ¢ really beat my brains just trying to get a good paper

down" An*average cmnmlnment' average expectatxons. I am

by grade 6 Maybe because she =ees her problem% as vordiness
and a lack of organization. Home background may have_lessened

problems in this area.

?érfECtihg each sehteﬁée aE Eﬁe Beéiﬁﬁiﬁé; A starter dev1ce.
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p. 14 WSPT: Entered with confidence but simply wrote. "that whole
happy year was==" Note that she had a happy year, thinking that

she had a guarantee of success.

CHARLENE 'S CASE. Consultant 3

I have several impréaaibns from the transcripts about Charlene; but
what erlkes me is the stronger 1mpressxons I have Sout hér téaéhera. In
though Charlene was a victim to some extent of the schedullng and course
structure confusion which seems to characterlze her progression through her
hlt school composition class. I end up not fee11ng very good about the
lack of attention that was given to her placement in the courses and the
lack of congruence in teacher expectation and actual performance.

At the same time, it is very clear that Charlene went into these
courses with a poor writing self concept as well as a personal lack of con-
fidence in herself as a person. She seems outer-directed in many ways; she
equates teachers favoritism with only the popular kids; and takes it per—
sonally when a “eacher offers suggestions for improv ment. She sees the
teachers' evaliution of her writing as equivalent to their perceptions of
her as a person.

She obviously has had to compete agai... (at least in her own assess-
ment) against the positive perceptioms that others have of her brothers.

She seems to have set their accomplishments and personalities as measure for
her own achiéVéméntég and, unfortunately, does not seem to measure up, at
least according to these teachers' evaluations. Ms. Mahoney and Mr. Newton
coiild hardly remember her. Ms: Padgett admitted a lack of fee11ng or under-
standing toward Charlene, and characterlzed her 2s dull and uninteresting.
She seemed 1mpat1ent that Charlene could not dIscern between the develop-‘
grammar structures, She characterized Charlene as possesslng few critical
thinking skills: Ms: Thompson remembers Charlene as nct being very popular;

howevéri she did try hard and asked a lot of»questions in Ms. THOmpéon s
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Aruitoxt provided by Eic:

class. However, Charlene still seemed locked into her rather narrow com-

ceptxon of the wt1t1ng process—that is, follow steps one, two and three and

the wr1t1ng will emerge in a proper manner. My sense is that she received

agement:. Her boyfriend's attention to wr1t1ng as well as atten*'ion in the

BW class seem at least to be the beginnings of a movement beyonc perceiving
evaluation as negative and critical and thus detrimental to her conception -
of herself as a péréaﬁ; Théfé s’ééx'ns to be é critical iink between self-

for Charlene. 1 guess I read through the transcripts a second time looklng

for Bome hopeful signs for her and I found them in her apparent response to
attention and support. (She's much like the rest of the human race,
yes?)

The impiicationé of thia case scuay for me rest se;aag1§ in teacher
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